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ABSTRACT
THE DEVELOPMENT OF A CLINICAL SITE:
EXPECTATIONS OF THE KEY PARTICIPANTS
MAY, 1991
JOHN A. DilORIO, B.A., UNION COLLEGE
M.A.T., AMERICAN INTERNATIONAL COLLEGE
Ed.D., UNIVERSITY OF MASSACHUSETTS
Directed by: Professor Richard J. Clark

In Massachusetts, as well as in other states, a mentoring model called the
clinical site, has recently emerged. A clinical site is a public school which serves as a
laboratory for student teachers. It has a corps of experienced teachers trained to serve
as mentors to the student teachers, and usually includes a pre-practicum component for
a local teacher training program.
Proponents of clinical sites assume that there are significant professional
benefits for the mentors and the school itself, as well as for the student teachers.
However, it is unclear exactly what those benefits are and to what degree there is
agreement among the various proponents of the clinical site concept as to the nature of
those benefits.
This study was designed to closely examine the expectations of the participants
involved in the developmental phase of a University of Massachusetts clinical site at
Greenfield High School, Greenfield Massachusetts. Interns, mentors, school
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administrators, and university faculty were interviewed about their expectations of the
clinical site project.
All participants expressed expectations consistent with the assumptions which
are driving the current move to reform schools by making them centers for the study
of teaching and learning. Like many teachers in the United States, the Greenfield
High School teachers feel professionally isolated, and see the clinical site as a possible
antidote to that isolation. They also expect the clinical site to provide teachers with
opportunities to play new professional roles in the education of novice teachers.
Administrators anticipate that newly energized teachers will create a ripple effect felt
by everyone in the school district, including themselves.
Many of the reasons why interns chose to do their student teaching at a clinical
site are based on their exp>ectation that the clinical site would mitigate against their
anxieties about student teaching in general and the isolation of a remote placement in
particular. Interns foresaw an experience at the clinical site which would allow them
to interact with a number of professionals who were ready to help them.
Beyond their primary expectation of providing their students with a more cohesive
student teaching experience, university staff look to the clinical site for their own
professional stimulation, and as a source of new knowledge and research.
Although the expectations expressed by the participants do not conflict with
one another, the economic and political climate in Massachusetts will make it difficult
for the program to meet all of them, especially those which create new (not

additional) roles for teachers and professors.
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CHAPTER

I

RATIONALE AND STATEMENT OF THE PROBLEM

The move to professionalize teachers by including them in the process of
educating other teachers has resulted in a number of model programs which use
veteran teachers as mentors to novices. In Massachusetts, as well as in other states, a
mentoring model called the clinical site, has recently emerged. A clinical site is a
public school which serves as a laboratory for student teachers. It has a corps of
experienced teachers trained to serve as mentors to the student teachers, and usually
includes a pre-practicum component for a local teacher training program.
A review of the literature reveals that proponents of clinical sites assume that there
are significant professional benefits for the mentors and the school itself, as well as
for the student teachers. It is unclear, however, as to exactly what those benefits are.
Certainly there is little agreement among the various proponents of the clinical site
concept as to the nature of those benefits. This is cause for some concern, as public
school history is replete with examples of innovations (e.g. team teaching, flexible
scheduling, teaching machines, mastery learning, etc.) which were heralded as
solutions to a host of school problems, but for which success in actual practice was
minimal (Slavin, 1989). One of the lessons to be learned is that educators need far
more intensive analysis of the fit between perceived problems and proposed solutions.
Clinical sites now are being proposed as a means to improvement of teacher

education, and as a method to revitalize experienced faculties. The literature,
however, reveals little about the expectations of personnel at clinical sites. Ucking
such information, we can neither anticipate the standard they will use in judging the
worth of their participation, nor make rational adjustments of the program to better
address the perceived needs of those it serves.
This study is designed to examine more closely the expectations of the participants
involved in the developmental phase of a clinical site at Greenfield High School,
Greenfield, Massachusetts. The program under study was instituted during the 198889 school year and accepted its first cadre of student teachers for the spring semester
of that year. Because the Fall, 1989 participants are the first to be recruited by a
functioning clinical site program, this study assumes that they will have expectations
which are unique. They represent a group of people (particularly the teachers and the
student teachers) who actively and explicitly chose to participate in a new program
which would allow them to play a formative role.
This study presents a "snapshot" of the expectations of the participants as they
enter the Fall, 1989 semester. An interview protocol was used to obtain data related
to the following three research questions:
1. What are the specific expectations of the cooperating teachers, interns,
university staff, and administrators involved in the development of the
Greenfield High School clinical site? To what extent do they expect
themselves, the school, in-service teacher education, and/or pre-service
education to benefit from their involvement?
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2. How do these expectations fit with each other? Are the expectations of interns,
cooperating teachers, university staff, and school administrators congruent
within each group? Between groups? Are there indications of conflict or zerosum expectations?
3. What are the implications of the degree of compatibility among participants’
expectations? How might these expectations be influenced by the financial and
political climate of the times?
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CHAPTER II

PERSONAL BIOGRAPHY

Recognizing that a researcher brings to any study a set of personal values,
assumptions, and experiences which inevitably have an impact on the design and
conduct of the investigation, I present the following biography. Recognizing that it is
standard practice to include a biography in the appendix of a dissertation, 1 place it
here so that the reader will have a clear picture of the researcher at the outset. This
choice reflects my belief that this matter should not be treated as an afterthought, as
appendices are often perceived. Because I cannot promise to abandon my "personal
baggage", I offer the reader this opportunity to develop insight into the principal
instrument through which data will be acquired and analyzed. (Locke, et.al., 1987,
p.93). Further, this brief biographical sketch is intended to bring into focus, for
myself as well as for the reader, those factors which hold potential for distorting the
voices of the participants.
I have worked as a high school science teacher since the fall of 1968. At the time
I entered teaching, my educational background consisted of a B.S. in Biology and
Chemistry from a small men’s liberal arts college, and a year of masters level courses
in a large, urban university. I had no previous teaching experience, nor any courses
in education.
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My first years of teaching clearly constituted a "sink or swim" experience.
During the first two years I was observed by a "superior" once each year, and given
minimal feedback. I think that the only reason I was not fired was because of an
acute shortage of science teachers created by the Viet Nam War. Actually, the war
served as the major impetus for my staying in teaching. The alternative - treading a
very different kind of water with uniform and gun - seemed infinitely less desirable
than treading water in a classroom.
I quickly began to take courses to earn certification. I enrolled in an MAT
program in a small urban liberal arts college and completed the degree in three intense
years, while working full-time. Although I accumulated a great deal of knowledge
about teaching and learning, my workday contained very little interaction with my
colleagues relative to our work. My previous experience in a biological research
laboratory had been so centered around such interaction, that its absence in school was
difficult for me to understand or accept.
My way of filling this void was to turn to the university. I have attended
university classes virtually every year that I have been teaching, and have found at the
university a peer group which shares my need for interaction about the work of
teaching. Although I have often felt that the university is out of touch with what goes
on in the schools, my courses have provided me with the opportunity to think about
many provocative issues, and the opportunity to be personally selective about which
innovations I attempt in my classroom.
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My teaching career has included extensive experience with student teachers. I
have served as a cooperating teacher to no fewer than a dozen of them. That
expenence, although frustrating at times, has provided me with a great deal of
professional stimulation. The presence of a student teachers and their questions and
concerns intensified my need for self reflection and examination. My experiences
playing a variety of roles in MESTEP (Math, English, Science, Technology,
Education Program) taught me that groups of teachers and student teachers working
together can promote the professional growth of all involved. Few other professional
experiences have been so influential in shaping my beliefs and concerns about teacher
development.
My subsequent promotion to department chairman piqued a new interest in me:
the revitalization of veteran teachers. My department consists of six people, the most
junior of whom has been teaching for fifteen years. I am the second youngest person
in the group. This pattern of an aging staff is typical of other departments in the
school, as it is in other schools is Massachusetts.
My comprehensive examination for this degree involved a study of two roles
which could serve as a means of renewal for veteran teachers: peer coaching and
mentoring. My review of the literature clearly indicated to me that peer coaching was
yielding very little consistent evidence that it was a serious means of renewal, but that
mentoring showed a great deal of promise to that end.
It is clear to me that the short term of a student teaching experience cannot
provide enough time for the development of a true mentor/protege experience. The
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literature did show, however, that veteran teachers can obtain a great deal of
stimulation from a relationship with a student teacher — if they are properly trained
for the role. Therefore, when the opportunity to be involved in the creation of a
clinical site at Greenfield High School presented itself, 1 accepted that challenge
enthusiastically.
As I listened casually to the proponents of clinical sites, it became clear to me
that their enthusiasm was expressed in generalities, and that they rarely cited specific
expectations. It was not evident that there would be congruence among the
expectations held by participants in different roles within the program. Thus, the
rationale for this study.
In conclusion, I wish to clearly lay out my beliefs which the reader should know
when reading this study.
1.

I believe that people can change; that veteran teachers can affect change in
their teaching; but that this is a very slow process.

2.

I believe that people can be taught how to teach, and that veteran teachers in a
school setting can be major contributors to that process.

3.

I believe that teaching someone how to teach requires special skills that are not
possessed by every teacher. In other words, being a good teacher, although it
is a prerequisite for being a good teacher educator, does not in itself guarantee
effectiveness in that role.

4.

I believe that every teacher wants to be a good teacher.

5.

I believe that one of the main causes of teacher "burnout" is isolation, and that
"de-isolation" can improve instruction.

6.

I believe that educational reform should be based on research and program
evaluation, as well as on the accumulation of accepted practice.
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I fully understand that these beliefs and my personal experience may inriuence this
study at virtually every step; the shaping of the research questions; the interview
protocol; the subtle variations inherent in interviewing different people at different
times; and all of the interactions with the data during the process of analysis. With all
of this in the fore, I offer the reader a description of the expectations of key
participants at a clinical site that is the most faithful I can achieve.
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CHAPTER

III

REVIEW OF LITERATURE

The research questions addressed by this study relate not only to clinical sites and
professional development schools, but also to two other strands of the literature; the
literature on student teaching and the literature concerning collaboration. Although
each of these three strands is relatively weak, this review will weave them into a
thread strong enough to provide sound theoretical support for this study.

Literature on Clinical Sites

Several of the recent reports on the status of American education have raised
serious questions about the quality of both pre-service and in-service teacher education
in this country (Carnegie Forum on Education and the Economy, 1986; Holmes,
1986; Joyce & Clift, 1984; National Commission for Excellence in Higher Education,
1985; Goodlad, 1991). In response to such reports and the resultant frenzy of
discussion surrounding them, legislatures and departments of education have issued
initiatives for teacher education reform in many of the states (Levine, 1988, Winkler,
1985). All of these initiatives are based on the assumption that teacher education,
both pre-service and in-service, is done best through a collaboration between public
schools and universities (Clift & Say, 1988; Goodlad, 1983, 1991). From these
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initiatives has emerged the concept of the Professional Development School
(Levine, 1988; Massachusetts State Legislature, 1987; Neufeld & Haavind, 1988;
Schlectly et. al., 1988). In Massachusetts, these schools are loosely defined as ones:
...in which new models of professional education are jointly designed and
administered by school and college staff in order to strengthen the role played by
school-based professionals in both the initial training of prospective or new
teachers....(which) should ultimately forge a new partnership between schools and
colleges in the operation of teacher education programs... (Massachusetts State
Legislature, 1987, p. 19)
Those schools which may be considered the first professional development schools
in Massachusetts, developed programs centered on pre-service education (Fleming,
1989; Neufeld and Haavind, pp.6-19). Since the professional development school
was conceived as a means to attend to the needs of the veteran teacher as well as the
pre-service and novice teacher (Levine, 1988; Neufeld & Haavind, pp. 40-41;
Schlectly et al., pp. 28-29), the decision to organize around a pre-service component
seems appropriate. In a previous review of the research on veteran teacher
development through coaching and mentoring, I had concluded that the data favor
mentoring (loosely defined as veteran teachers working with pre-service or novice
teachers) as a successful agent of change in both protege and mentor (Dilorio, 1988,
pp.42-43). Mirman concurs, supporting the clinical site on the grounds"... that pre¬
service and in-service training are not two distinct parts of teacher education, but
phases in an ongoing process of development." Therefore, the kinds of experiences
which a clinical site can provide (e.g., mentoring, serving as adjunct university
faculty) can be beneficial to teachers in both phases of development (Mirman, 1988).
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In the fall of 1986, East Longmeadow (Massachusetts) High School began one of
the first professional development schools in Massachusetts. In collaboration with the
School of Education at the University of Massachusetts, the school established itself as
a clinical training site for teacher education (Neufeld and Haavind, p. 14). This
model, loosely based on the teaching hospital concept (Seidman, 1989), includes the
placement of a "cohort" of practice teachers ("interns") in the school. Each intern is
paired with a veteran faculty member who serves as a "mentor" to that person, and
helps to plan and conduct a weekly seminar for the interns. The university assigns a
faculty member to the site to conduct a seminar for the veteran teachers and to assist
in program development and research. In addition, a university supervisor is present
at the site for two full days each week to support the interns by visiting their classes
and providing feedback on the development of their teaching (Fleming, 1989; Neufeld
and Haavind, pp. 13-14).
In the Spring semester of 1989, a similar "clinical site" was established at
Greenfield (Massachusetts) High School. After a planning period in the fall of 1988,
seven interns were accepted to work with ten mentors for the Spring semester.
Although the program was operational throughout the semester, much of the activity
was pilot-like in that the participants were unclear about what policies and procedures
were appropriate. By continual discussion of the issues, the participants were able to
prepare a policies and procedures manual for the following year. Thus, the Fall, 1989,
semester was the first fully pre-planned semester of operation of the program. All
participants — the subjects in this study — were volunteers who actively chose to
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participate in this second cycle of the Greenfield High School/University of
^Massachusetts clinical site program.
Although the concept of the professional development school appears to be new,
programs in which groups of interns work together with groups of veteran teachers
can be found in the literature as far back as the early sixties. At that time, Harvard
University, the University of Wisconsin, and the Claremont, California Graduate
School collaborated with public school systems to create teacher training program
which resembled what we now call clinical sites (Bair & Woodward, 1964, p. 14-16).
Nevertheless, the bulk of the literature consists primarily of the reports which initially
proposed the idea over the past three years, all of which have been cited above.
Literature on the clinical site concept - a subset of the professional development school
literature - is virtually nonexistent.

Research on Student Teachinp

Although there is a great deal written about student teaching, there is a dramatic
absence of useful empirical data about the subject (Watts, 1987; Griffin, 1986). The
bulk of the published material is at the "naturalistic inquiry" stage; that is, the
research is primarily descriptive in nature. (Guyton & McIntyre, 1990). Much of the
literature is
"...designed to propel teaching into professional status, (drawing) its major
intellectual strength from logical and historical arguments rather than from
research findings." (Gardner, 1983, p.l93.)
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Therefore, there is a serious lack of a theoretical base upon which to build field
experiences for pre-service teachers. (Guyton & McIntyre, 1990). One reason for the
absence of data on student teaching is the difficulty in matching the research questions
with a suitable methodology, and problems of external validity. It is very difficult to
generalize research findings to other contexts (Gardner, 1983, p.l99). A field-based
case study, however, can accumulate useful data because of its focus on the
description of complex phenomenon rather than on the measurement of isolated,
context-stripped variables. For that reason, studies such as the present one can be
particularly helpful in building an initial data base on student teaching, and bringing
the research closer to the next research stage; understanding. (Guyton 8c McIntyre,
1990).
In the absence of much empirical evidence and solid theoretical underpinnings,
many student teaching practices are based on tradition. For example;
1. the placement of clinical student teaching experience at the end of the pre¬
service program (Watts, 1987);
2. the roles played by the cooperating teacher and the university supervisor
(Glickman, 1990); and
3. the archaic curriculum of student teaching. (Griffin, 1986)
Consequently, there is a real danger inherent in the student teaching experience as
traditionally structured. Frequently, the field experience is incongruent - perhaps
contradictory -- with the university preparation of student teachers. (Watts, 1987)
Berliner (19856) believes that traditionally, student teaching "...retards the
development of analytic skills, and thus...mitigates against the development of the
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profession." The literature supports Berliner’s belief. Researchers have observed that
untrained cooperating teachers spend the bulk of conference time focused on student
teachers’ noninstructional behaviors. Furthermore, their feedback tends to be
’’particularistic’’ and not related to research or the knowledge base on good teaching.
(Glickman, 1990; O’Neal, Barnes, & Edwards, 1986) Student teachers also tend to
focus on other than instructional issues. Those who view their student teaching
experience as successful indicate that they worked with a cooperating teacher who
provided a well-organized experience with a great deal of support (Griffin, 1986).
Despite the paucity of useful research on student teaching, Watts (1987) suggests
two tentative courses of action:
1. Cooperating teachers must develop a collegial relationship with teacher
educators, and become more involved in pre-service programs; and
2. Pre-service programs need to be better articulated, with "...specific objectives
and a carefully designed program..." (Watts, 1987)
Berliner (1985) suggested the creation of "Pedagogical Laboratories" where all
participants can analyze the processes of teaching and learning.

Gardner, who has a

similar vision, sees student teachers of the future working in
... training sites which are compatible with the concept of teaching hospitals.
(This) model would provide more than a training site; it would be a meeting
place for university professors as well as teachers and students. (1983, p. 199.)
This concept of the clinical site, however, falls prey to the same criticism Gardner
fires at the bulk of the literature. Few of the pilot programs which meet the criteria
for true clinical site status have been subject to rigorous evaluation. Thus there is
little to justify the investment of time and resources in developing clinical sites except
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rhetoric, logical argument, and high hopes. That same predicament, of course,
develops regarding any model of teacher education - there simply have been no
attempyts to utilize systematic pragram variation as the basis for comparative
evaluations. Therefore, there is no empirical reason at this point to favor one model
or another. Research, with appropriate methodology, must begin to identify the
important vanables as a first step in developing a useful literature on student teaching.
With such information in hand, decisions about teacher education can be based on
more than conjecture.

Literature on Collahomtion

As previously established, the literature on professional development schools is, at
best, thin. That literature consists of reports which focus on the need for change, and
give advice about making those changes. There are a few evaluative studies which
describe successful programs. An interesting thread among the success stories is their
stress on the collaborative aspects of the program rather than the development of the
teachers involved. It is these studies of collaboration which provide information
which can be most useful in studying clinical sites.
In her review of research on organizational collaboration, Hord (1986) raises an
important point concerning the nature of collaboration by making a distinction between
collaboration and cooperation. Cooperation, in her view, allows each party to
function somewhat autonomously, yet with concern for the other’s goals and
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objectives. Cooperation, although it aliows two parties to help each other reach their
goals, IS much less intense than collaboration and therefore is less demanding.
Collaboration, on the other hand, involves sharing common goals, and joint activities
such as planning, implementation, and evaluation. She warns that cooperation and
collaboration evoke "vastly different expectations", and that serious conflicts can arise
when some individuals expect cooperation while others expect collaboration. Thus,
The necessity for clarifying expectations of the participants is of paramount
impor^ce-not only the expectations of rewards, but expectations of goals, of
commitments from each sector, and of procedures. These decision points
frequently become the critical dilemmas that force a choice of the cooperative
mode rather than the more demanding collaborative one." (Hord, 1986)
In concurrence with Hord, Lx)ucks-Horsley et. al. emphasized the need for
partners to have realistic expectations about what kind of relationship they want to
have, how long it will take to develop, and what is required to be successful."
(Lx)ucks-Horsley, Harding, Arbuckle, Murray, Dubea, & Williams, p. 121).
De Bevoise used the collaboration between the University of Louisville School
of Education and the Jefferson County (Kentucky) Public Schools to distill the
following "principles of collaborative relationships":
1. Top level institutional support and cooperation is essential to successful
collaboration.
2. Collaborators must demonstrate professional respect for members of the
"other" institution.
3. Collaborators must have realistic expectations, which should include an
assessment of the resources needed to do the job.
4. Schools and universities should consider the other a consumer and work toward
consumer satisfaction.
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^ instimtion

uninvolved in the internal politics of the other

6. Both institutions must be willing to change in light of the data and experiences
they receive from the collaboration. (De Bevoise, 1986)
Although author after author cites the role of the participants’ expectations in the
success of a collaborative project, no study attempts to identify those expectations and
to look for congruity among them. This adds additional support for the need to
identify complex variables such as expectations, thereby helping to articulate the
importance of a study such as the present one.
Clift and Say (1988) have studied the Reflective Inquiry Teacher Education
(RITE) Program, a collaboration of The University of Houston and three public school
systems. They asked teachers to identify the advantages and disadvantages of their
involvement in the project. Teachers cited the enthusiasm of practice teachers, their
role in the promotion of the future of the teaching profession, and the assistance of
another person in the classroom as advantages of participating in the RITE program.
As problematic aspects, they identified: the lack of time to confer, poor
communication with the university regarding expectations, and disrupted continuity in
the classroom due to the part-time nature of student teaching. Despite the relatively
positive outcomes for the teachers, Clift and Say warn that;
...intensive collaboration is not the norm in teacher education, and the potential
for conflict between institutions and individuals is always a possibility. We cannot
assume that collaboration will be successful, beneficial, or lasting, although those
are our goals..." (Clift & Say, (1988).
To promote the positive aspects of collaboration and avoid conflict around the
problematic areas, Clift and Say advocated the funding of program evaluation grants
17

as well as those for program development. They argue that formative evaluation must
be a part of all collaborative programs so that both school-based and university-based
collaborators can understand the processes and by-products of their collaboration,
which, in the end, will "...determine the success or failure of the current proposals to
reform teacher education." (Clift & Say, 1988). The identification of participants’
expectations is the first step in formative evaluation.
The literature reveals that the culture of both the school and the university are
major obstacles to the collaboration between the two institutions. Lanier and Little’s
review of research on teacher education revealed that "collaboration among teachers is
fragile and frequently undermined by conditions of work." Teachers rarely have the
opportunity for thoughtful dialogue, often are ignored by administrators and policy
makers, and typically lack any effective formal program for continued learning.
Furthermore, time constraints and preoccupation with non-instructional school
problems often distract them from reflective experiences (Lanier 8l Little, 1986).
Goodlad adds that many schools do not "include on their agenda the central task of
studying and improving, school-wide, the nature and quality of teaching." (Goodlad,
1983).
Goodman’s (1988) analysis of university culture and its relationship to reforming
teacher education has identified four aspects which create obstacles to the
improvement of field experiences in teacher education. They include:
1. Lack of resources. Many universities provide inadequate supervision of
student teachers, thereby providing student teachers with little more than
cursory feed-back. This is the result of too few, and poorly trained super¬
visors.
18

2. Low status. Not only do professors of education hold low status positions
wi hm the umversity, but those who work as teacher educators rThTwest
within schTOls of education. Merit systems often exacerbate the problem by
providing little or no reward for field-based work.
^
3. Fragmented cumculum. Territoriality within schools of education (i.e. science
ucaUon, English education, foreign language education, etc.) makes
cwrdination d^ficult. A lack of mutual interest and trust makes coalitions
often very difficult.
4. Professional perspectives of teacher educators. Current practices emphasize
technical skill mastery. Disparate definitions and concepts of what constitutes
reflective teaching are held by various faculty members, creating confusion
among students. (Goodman, 1988).
Thus, as institutions, both the public school and the university can interfere with
their own aspirations for successful collaboration. Nevertheless, Little’s review of
collegiality among teachers reports that in schools where collegiality is the norm, both
teachers and students benefit. She warns, however, that collegiality is often entangled
with many other variables, making cause-and-effect conclusions impossible. (Little,
1987)

Summary

The literature tells us very little about people’s expectations relative to student
teaching, and even less about professional development schools (clinical sites).
Collaboration is described as a process which can be mutualistic, but is so fragile that
a successful collaboration is highly unlikely. Yet, those who are identified as the
experts in the education of teachers maintain that the development of professional
development schools which act as clinical sites for the training of teachers, offer the
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greatest hope for the reform of teacher education. Although there are data to support
notions about collaboration, much of the meat of the arguments for the professional
development school movement is historical or philosophical rather than researchbased.
One burning question repeatedly pops up in the continuing dialogue on
professional development schools: Is this just another one of those fleeting ideas
which will follow the swing of that great pendulum of educational reform? Education
is "...famous for its cycle of early enthusiasm, widespread dissemination, subsequent
disappointment, and eventual decline - the swing of the pendulum." (Slavin, 1989).
Stressing the need for ongoing research on education reforms from their inception,
Slavin argues:
If education is ever to make serious generational progress, educators must
somehow stop the pendulum by focusing their efforts to improve education on
programs that are effective, rather than on those that are merely new and sound
good..." (Slavin, 1989).
Because clinical sites are collaborative projects, they are, by their nature, fragile.
Their development must pay close attention to the research on collaboration, which
highlights the significance of the expectations of the participants. A study of the
expectations of the participants in the Greenfield High School/University of Mass¬
achusetts clinical site can give insight into the nature of this innovation: Will it be a
meaningful reform of teacher education or just another new idea that sounds good?
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CHAPTER

IV

RESEARCH METHOD

Use of the Qualitative Paradigm

This study resembles three of the seven types of research listed as appropriate for
qualitative methods by Marshall and Rossman (1989, pp. 45-6). It; (a) seeks to
determine variables previously undetermined, (b) is concerned with the expectations of
the participants, rather than stated, organizational goals, and (c) focuses on the
description of an innovative system.
The research is exploratory and descriptive. The questions were designed to
reveal the expectations of people who were approaching an innovation from different
perspectives, and were therefore likely to carry different anticipatory dispositions.
Because so often it is the goals or expectations of the prime movers of an innovation
which gain the highest visibility, those of other participants may go unnoticed. These
unnoticed motives and expectations can often be so powerful that the success or failure
of an innovation can be traced to the degree to which they are (or are not) realized,
and the reasons for the success/failure may often go unarticulated until the program
has been operating for years, perhaps not until after the program has ceased to
function.
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A pilot study, consisting of interviews with six of the teachers who volunteered to
serve as cooperating teachers during the first semester of operation of the Greenfield
High School clinical site, was conducted in the spring of 1989. Those interviews
revealed a range of expectations covering four major areas:
1. Those related to the individual being interviewed, both personal and
professional. For example: stimulation, both intellectual and social; the
opportunity to play a new professional role; professional advancement by
involvement with the university; motivation to work harder; feelings of
renewal.
2. Those related to others in the program. For example: interns will experience a
more cohesive internship; colleagues will benefit from a more stimulating
environment; professors will develop a more realistic view of the class
room.
3. Those related to the school in general. For example: students will benefit from
diversity of the additional staff; the atmosphere of the school will become more
academic; experimentation will be fostered; collegiality will be enhanced.
4. Those related to the teaching profession. For example: the profession will be
served by better recruitment and training programs.
Although the expectations of the cooperating teachers are very important, they
represent only a piece of the picture. Since the long range success of such a project
will require an understanding of the expectations of all of the individuals and groups
involved, inclusion of the other participants was deemed crucial.
Therefore, the data base of the pilot study was expanded as follows:
1. By conducting follow-up interviews with those teachers who participated in the
first semester and planned to participate during the second semester,
2. By interviewing the six "new" mentors who joined the program in the Fall of
1989,
3. By interviewing the nine Fall, 1989, interns who constitute the first group who
intentionally chose Greenfield High School as a clinical site,
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4. By interviewing the Greenfield High School Principal and Superintendent of
Schools.
5. By interviewing the following University of Massachusetts School of Education
personnel:
a) Professor Jack Hruska, who served as on-site co-director of the clinical site
being studied,
b) Professor Helen Schneider and Mr. Peter Cannone, co-directors of the
clinical site program, and
c) Dean Marilyn Haring-Hidore, of the University of Massachusetts School of
Education.
It is not the intent of this study to evaluate the Greenfield High School clinical
site, but to develop an understanding of the perspectives of those who have
volunteered to be a part of this innovation, and to provide a basis for guiding future
participants in ways which maximize the chances for program success.
Although it may be appropriate to attempt to determine the critical attributes of a
successful clinical site at some point in the future, we are not even close to the time at
which such articulation would be possible. The clinical site concept is too new, and
important variables, which must yet be identified before research can weigh their
relative importance. This study provides a first step in that direction, however, by
describing the expectations which participants in different roles bring to the
collaboration at the onset. For that purpose, it is clear that a qualitative case study is
the appropriate means of inquiry.
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RgSgarch Desipn and Procedure<f

The study employed an inductive approach to the problem. Through analysis of a
large data set it has been possible both to identify patterns of expectations, and to
generate grounded theoretical assertions about those patterns. The presentation of
procedures is here divided into four parts: the participants, data collection, data
management, and analysis of data.

The Participants

All participants in the Fall, 1989, Greenfield High School/University of
Massachusetts clinical site program were invited to participate in the study. In
addition to the six who volunteered for the pilot study, five (out of nine) "new"
cooperating teachers; eight (out of nine) student teachers; four (out of five) university
staff; and two (out of two) public school administrators became participants in the
study. All but two of the non-participants agreed to be interviewed, but scheduling
problems prevented the interviews from taking place. All volunteers were asked to
read and sign a consent form (See Appendix A), which informed them of:
1. the purpose of the study;
2. limits placed on the use of the data gathered (the dissertation, journal articles,
presentations to professional groups, and other purposes related to the author’s
work in teacher education);
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3. their right to read the transcript of their interview and to make deletions from
that interview, (this did not include the right to edit the transcript in any other
way);
^
4. Aeir right to withdraw from the study up to three weeks after reading their
interview’s transcript;
5. a promise to make every reasonable effort to preserve their anonymity by using
pseudonyms in all transcripts and maintaining careful control over interview
tapes and study related materials. Because of their high visibility, the Principal
and Superintendent, and the university Dean, with their consent, were not
offered this protection, dean);
6. a promise to provide each participant with a summary of the study’s findings.

Data Collection

Data were collected by interviewing each of the participants. Interviews of all
mentors, interns, the high school principal, and university personnel were conducted
in a room at Greenfield High School. No other individuals were present during
interviews. Dean Haring-Hidore, the Superintendent, and Mr. Cannone were
interviewed in their own offices. The interviews, all of which were conducted by the
author, lasted between thirty and forty-five minutes and were recorded on audio tape
in their entirety.
The interviews centered on two basic questions, "Why did you agree to participate
in this clinical site project?", and "What do you expect to be the outcomes of the
experience?". The interviewer used a set of probes designed to clarify statements or
to promote elaboration of an idea, (See Appendix B, Interview Guide) and employed
techniques such as restatement and adequate wait time to promote reflection and
clarification.
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Data Management and Analy<;is

Interview tapes were duplicated immediately following each interview, and
duplicate tapes stored at an off-site location. Tapes were then professionally
transcribed onto a floppy disk, using the WordPerfect 5.0 word processing program,
and back-up copies of the files were made on the author’s hard disk. At that time, all
participants were provided with a hard copy of their transcript and given the
opportunity to delete portions of the transcript if they so wished. Several persons
chose to make minor deletions, usually the names of other persons whose anonymity
they wished to protect.
After such deletions had been made in the floppy disk files, they were stored off¬
site with the duplicate tapes. Two hard copies of the revised transcript were then
printed and distributed to the author and a peer researcher not affiliated with the
clinical site program. The transcripts were then processed to identify, extract, and
categorize quoted material which represented units of participant response to the
primary interview questions concerning expectations.
Although the author completed the quote selection/organization process with all
transcripts, the peer researcher worked only with; a) both of the school administrators’
transcripts; b) two transcripts randomly selected from the pool of cooperating
teachers; c) three transcripts randomly selected from the pool of student teachers’
transcripts, and d) one transcript randomly chosen from the pool of university
personnel. The peer researcher’s choice of transcripts were unknown to the author.
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The initial quote selection and organization process then proceeded as follows:
1. The author and the peer researcher independently read the transcripts and
highlighted quotes which fell within the four previously described categories of
expectations which emerged from the pilot study. Each researcher could create
new categories for quotes which expressed expectations, but did not fit the four
previously established categories.
2. When all transcripts of a group of participants (e.g., interns, mentors, public
school administrators, university personnel) had been read and so organized,
the two researchers met to compare their selections and categorizations, and to
resolve any discrepancies between them. As a result of these deliberations, a
new category was created: expectations related to the program and its context.
Although the number of quotes which ended up in the new category was small,
the researchers agreed that the uniqueness of the quotes required a separate
category. Because quotes were placed in every category to which they applied,
some quotes ended up in more than one category.
3. After the creation of the five general categories, the researchers independently
reviewed their quote selections and categorizations to determine the need to
create subcategories. This review and discussion led to the creation of
subcategories in two areas: those expectations related to others, and those
related to the school. Expectations related to others were subdivided into a)
those related to other public school teachers in the program, b) those related to
other student teachers in the program, and c) those related to the university
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staff. The group containing expectations related to the school was subdivided
into a) expectations related to the school as an institution, and b) those related
to students in particular. See Appendix C for an example of a coded
transcript. The following diagram (Figure 4.1) indicates the classification
system used:
All Expectations

Figure 4.1 System Used to Classify Data

4. A second peer researcher further reviewed the author’s analytic procedures and
products in order to improve both their quality and trustworthiness.
Transcripts of all interviews were randomly placed in a pile and numbered
from one to twenty-five. The peer researcher was asked to choose three
numbers in that range. She then read the complete, coded transcript of each of
the three interviews which corresponded to the numbers selected to verify that
the extraction process has not violated contextual validity. No violations were
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found by this test. In addition, to examine the reliability of the categorization
process, two additional tests were administered;
a) Given a set of twenty-five quotes randomly selected by the author, and a
description of each of the categories used in the study, the peer researcher was
asked to match each quote to an appropriate category. Initially, the peer
researcher categorized nineteen of the twenty-five quotes in the same categories
as the author. After discussion of the six discrepancies, the following
resolutions were reached:
1)

After consulting the original transcripts for context, the peer researcher
changed her classification to agree with the author’s.

2)

After identification of an individual cited in a quote, the peer researcher
changed her classification to agree with the author’s. (She originally
placed this quote in the "expectation of others in the program, but was
unable to determine whether the reference was to an intern, teacher, or
university professor until he was identified by the author.)

3)

Two of the quotes ended up in two categories, both the author’s and the
peer researcher’s.

4)

By mutual consent, the sixth quote was split into two quotes, and
classified separately.

b) The peer researcher was given ten pages of excerpted quotes. Each page
consisted of ten to twenty quotes from the same category. The peer researcher
was asked to place the name of the appropriate category at the top of each page.
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and to point out any serious discrepancies she saw in the grouping. All of the
peer classifications were identical to the author’s, and the three discrepancies
identified by the peer researcher were resolved by consulting the original
transcripts.
Although there was considerable discussion with both peer researchers regarding
placement of quotes, the discussion primarily centered on the multiple placements, i.e.
in how many categories did the quote reasonably fit? There often was considerable
overlap, particularly between the school/students category and the expectations related
to others (teachers and student teachers in particular). The questions which emerged
most frequently included : "If teachers benefit, don’t school/students benefit as well?";
"Isn’t the fact that the students are benefiting in itself a benefit for teachers (or student
teachers?". The litmus test for the final classification of quotes was the question "To
whom does the stated expectation apply most directly?". Although cases were made
for multiple classification of many quotes, the number of such cases was substantially
reduced by this test.

Definition of Terms

For purposes of consistency and clarity of this study, the following terms were
used as defined:
Clinical site - A public school which serves as a laboratory for student teachers.
The site, which is jointly planned and staffed by public school teachers and university
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faculty, supports a corps of experienced teachers who have been trained to serve in a
mentoring role for a cadre of student teachers, who work at the clinical site for one
college semester.
Collaboration - A collective effort of persons, usually from different institutions,
in a project which involves sharing common goals, and making joint decisions about
planning, implementation, and evaluation.
Expectation - What an individual sees as an anticipated (and generally desirable)
outcome of some intervention. In this study, expectations relate to outcomes
associated with individuals, groups of individuals, and institutions.

Limitations of the Study

This study is limited to the expectations of the participants in a particular clinical
site program created through the collaboration of the Greenfield (Massachusetts) High
School and the School of Education, University of Massachusetts at Amherst. The
author does not intend to make generalizations concerning the nature of those
expectations to other clinical sites or to different types of collaborations. What may
be applicable to other collaborative situations is the extent to which there is a "fit"
between contextual conditions and personnel at this site and those present at some
other. The need to make such careful judgments about transferability accounts for the
considerable detail about the site and project participants.
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The author also acknowledges that his involvement in both the clinical site project
under study and the high school in which it is set will have had some influence on the
data which were collected, the manner in which the data were analyzed, and the
conclusions which are offered. The Personal Biography in Chapter Two is intended to
provide the reader with some insight into the nature of such influence, other settings.
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CHAPTER V

RESULTS

The procedures described in chapter four led to the identification of themes
embedded in the participants’ expectations. In this chapter, those themes are
presented with supportive quotes from the interview transcripts. The interns’
expectations are presented first; followed by those held by teachers; then those held by
the university staff; and finally, those held by public school administrators. Within
each group, the emergent themes are organized into the same groups as the originally
extracted quotes of expectations:
1 Expectations related to themselves as individuals,
2. Expectations related to others in the program (interns, teachers, university),
3. Expectations related to the high school and its students,
4. Expectations related to teaching as a profession, and
5. Expectations which do not fit categories 1-4 above.

The Interns’ Expectations

Thirteen major expectations emerged during the interns’ interviews. These
expectations, summarized in Table 5.1 on page 44, were largely responsible for their
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decision to complete their student teaching at a clinical site. In general, they expected
that the clinical site experience would;
1. minimize their feelings of isolation,
2. expose them to teachers who are well trained to work with interns,
3. allow them to interact with more then one teacher,
4. provide them with a safe environment for learning from their mistakes,
5. provide them with a peer support group,
6. benefit the teachers who would learn from interns,
7. provide them with a wide range of resources with which to deal with
problems such as discipline and lesson planning,
8. be beneficial to the high school and its students,
9. be unsettling to students because of frequent changes in personnel,
10. impact only the few individual members of the university staff who are
involved in the program,
11. convey to the university a more realistic idea of what is expected of student
teachers in the field, and
12. enhance teacher professionalism.

Self-Expectations

Fear of isolation was a major concern of the interns, and was one strong reason
for their decision to join a clinical site for their student teaching experience. They
expected that working in a clinical site would minimize their feelings of isolation.
Rose Kline, a mother of adolescents who was making a career change, came to the
clinical site because "you wouldn’t have isolation", you d have peers...(and) other
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resources besides one individual teacher." Emily Cormier, who also was making a
career change, expected peer interaction, "...it’s always important to have other
people to talk to that are in similar situations that you are in. Camaraderie is
important..."
This expectation was not unique to the more mature interns. Estelle Weiner, a
university senior, chose the clinical site because she expected to find "...other people
who are in the same boat I am...teachers (who) are probably more aware of what we
are going through...and people around me...the department has three other interns."
Nora Ward expressed this expectation in terms of human interaction. She looked
forward to "...a lot of worthwhile discussions...conversation on a daily basis in the
faculty lounge...talking about the things that teachers talk about, not only specific
kids, but kids in general."
For each positive expectation of collegiality there was a contrasting expression of
fear about going it alone - - what Lortie called the Robinson Cruso complex (Lortie,
1975). Molly Weld, a young graduate student, was impressed by the school’s climate
when she visited the school prior to her decision to participate in the clinical site. Her
decision was based on her fear of "...being alone in a school as a student teacher and
being that in-between person, not really a teacher and yet no longer a student, and not
knowing where to fit in."
Not all interns were attracted to clinical site because of their expectation of
camaraderie. Annie Best came to the site because she was unable to secure a position
at a school which was her first choice. In fact, the expectation of a close knit cadre
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of interns was a source of anxiety for Annie. As a student, she had always felt
somewhat like a maverick because of her extremely liberal political views, therefore
she was not

...looking forward to working with (these) people."

The interns also frequently expressed the notion that the student teaching
experience would teach them a great deal about the practical skills of teaching, in
contrast to the more theoretical knowledge they built in the university setting. Rose
and Emily spoke at length about what they expect to learn as interns in the clinical
site. Rose, leaving her other professional experiences behind, said;

I haven’t any goals for anybody else but me in terms of the
experience. This is a time when I’m going to learn - a bit, at least -how to be a teacher...I’m really interested in me learning how to do it
comfortably...learning how to foster relationships with students, how
to maintain control, what’s appropriate distance, how to ask questions.

Emily, on the other hand, was more explicit about what she brought to the clinical
site:
I don’t think that I have the average sort of background for teaching,
so I’m hoping that I can give...something a little different through my
own experiences of life and what I’ve done that have nothing to do
with education or teaching.
Donna Hills, also mother of adolescents who had recently completed her
undergraduate degree, expected
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...that a lot of the things that I’m finding frustrating at this point and
not knowing how to deal with will be clearer...that I’ll have a better
understanding of students at this level...what they’re capable of...what
I can expect from them...I’m hoping that I make the transition well
and feel comfortable with teaching...that I’ll learn how to handle
frustrations better, that it won’t get to me so much when 1 reach a
stumbling block because something that I thought was going to be an
exciting thing to do doesn’t work.
Others expected that student teaching would be a trial period. Molly "...wanted
to have a place to make my mistakes and learn from them, without having it be the
real thing, something I’d have to stay with for a long time." Nora Ward, another
recent graduate, saw it in much the same way, as "...trying out the role."

Activist

Annie, although she anticipated that student teaching would be a trial period for her
too, was more specific about her expectation;
...what I hope to get out of it...besides the idea of practice (is) what
works and what doesn’t work ...besides the high that it’ll be sort of a
check with reality that I can have all these ideas and such, but learning
to work with them with kid’s desires and needs, or lack of desire, to
be able to bring the two together.

Expectations Concerning Other Interns

Interns expected much of the support inherent in the clinical site to reside within
the cadre of student teachers. They expected to turn to each other for support with
personal issues; for understanding of "what they’re going through"; and for someone
with whom they could share feelings of failure with a minimum of risk. Claiming
that "An intern’s perspective is definitely different from a teacher’s perspective , Nora
expected from her peers a "...more personal support on terms of ’How are you doing.
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what problems are you having, is it what you expected?’" Although his view was
expressed in one form or another by every intern, Emily was the only one who spoke
directly to her role in helping other interns. She "always felt kind of sorry for the
traditional aged student coming into (this) experience...discipline is real big concern
for them and they (worry) about it a lot..." Emily’s lower level of concern, she felt,
could be helpful to other interns. It was her opinion that due to life experience alone,
the interns are "...going to have three times more knowledge than the students...",
therefore interns should not be intimidated by high school students.

Expectations Concerning Teachers
In general, interns expected that the faculty members working in the clinical site
as mentors would have qualities beyond those of the typical cooperating teacher. The
interns thought of the mentor teachers as knowledgeable in their field, skilled as
teachers, supportive to interns, and open to the notion that they could learn from the
interns.
Rose Kline’s expectations of teachers resonated throughout her interview.
Because she was so focused on learning how to teach, the detailed explication of her
expectations of the teachers in the program far exceeded what she said concerning the
other categories of expectations. Her view of the clinical site centered on the mentor
teacher: "I see this person as your guide, and I see this person as your support...! feel
very supported by her...and expect that she’s willing to give me whatever I need and
ask for." Donna Hills expected that she would have a choice of mentors and
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'...would not choose to work with someone that 1 didn’t feel had goals related to what
I wanted to see from my prospective students." Annie’s strong views focused her
expectations on the belief systems of teachers: "1 wanted to work with people who
believed that same way I did and were trying out new things, and 1 didn’t want to be
in a situation where nobody understood where 1 was coming from." Emily expected a
level of commitment in the clinical site which was well above the normal commitment
of cooperating teachers. She expected that the cooperating teachers would have an
interest "...in educating themselves in the same process that you (intern) are going
through...mentors I’ve experienced here seem more willing to adjust themselves to
new ideas and new concepts."
Most interns alluded to the expectation that the teachers would learn from the
process, and cited specific examples of this from the early stages of their relationship
with the teacher and reiterated the expectation that this learning would continue. Nora
referred to an incident where her teaching of a class affected her mentor’s lesson plan
for one of his classes: "I’ve been really big on philosophy of science. He’s been
adding more of that into his classes." Annie also saw evidence of her influence on
her mentor: "Arnold’s admitting that he’s trying new things that he wouldn’t have
tried...and admitting that they do work and maybe he spends too much time in front
of the classroom."
The interns saw the clinical site program as basically better organized and more
appropriately geared to the developmental needs of student teachers than traditional
student teaching sites. They also saw the clinical site participants as more
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knowledgeable and more willing to make the program changes they saw as
improvements. Emily Cormier saw that the program would be well suited for the
nontraditional student; that it would "...offer enough flexibility for an older student
who had a lot of experience."

Expectations Concerning the University

The interns generally saw their clinical site experience as relatively distant from
the university. They saw little hope that the clinical site program would have any
influence on the university as a whole. Any expectations they did express were
focused on the few individuals employed by the university. The appeared to believe
that the university as an institution was so slow to change that the small number of
university faculty working in a clinical site could not have much effect on the school
of education in general.
Nora Ward thought that "really dramatic changes (aren’t) really going to be
happening at UMass...", but that those faculty who actually worked at the clinical site
see the need for the pre-service curriculum to be "...more reality-based in terms of not
setting up the student teachers in a totally idealistic way and give them so little
information about how to grapple with reality." Annie Best’s guarded optimism was
directed toward an individual faculty member. She saw the university as "...an
isolated kind of place...", but expected that "...there will be an impact on Jonah who
I’m sharing a lot of my experiences with, and (who) seems to appreciate them. I can
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feel his desire to be back in the classroom...for the university as a whole, 1 don’t
really see it."
The most optimism regarding the university came from Molly Weld. She saw the
university as much more involved in the clinical sites than in other student teaching
loci.

They 11 know more what’s going on with the whole supervision thing and have

a better handle on how student teachers perform and what’s expected of them and
what’s expected of the university..." That, she hoped, would make the transition
from university student to student teacher a much smoother process.

Expectations Concerning the School and Its Students

The interns chose a clinical site because they perceived that the culture of the
school would include a support base that went beyond the small circle of mentors who
actually worked with them. And although they had some anxieties about their
relationships with high school students, especially in the areas of discipline, they saw
the entire school as a resource as they came to grips with these issues. Nora Ward
expected that she’d be working in a
...relatively cohesive department with positive attitudes...so if 1 have
questions I can feel free to ask anybody. The physical plant here is
very conducive to that...a (department) office and everybody’s in there
and it’s comfortable. If I had a specific question like how do I find
out so and so’s homeroom, I wouldn’t have to wait until my mentor
has a free moment. I could ask anybody who had a free moment and
they would tell me...I feel free to talk with anybody at lunch or
whatever. The people in the school seem to be aware that there are
interns. Everybody seems to know the interns and that I am an intern.
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Molly Weld’s expectations closely paralleled Nora’s:
I guess one of the my expectations...is to get support of the faculty...!
like the support system that I perceive being in this school, the sort of
sharing and mutual learning type of stuff. That was an expectation...
that type of atmosphere would exist.
The interns expressed a wide variety of expectations about the students they were
about to encounter during their student teaching experience. There was consensus
among the interns, however, that the students would benefit from their presence in the
school. Nora expected that her students would demonstrate higher levels of abstract
reasoning: "I’m really seeing that some of my assumptions about students were wrong
in terms of their basic abstract reasoning level is not there to the extent that I thought
it was." She anticipated that the students would "...probably try to make the class a
little rowdier than they would with a regular teacher." But her optimism led her to
expect that the students would "...be exposed to slightly different things...than they
would if they had their regular teacher... They’ll be asked to do some different work,
and they (might not) like (it)." Overall, Nora expected that "It could give the school a
different perspective, not so much in their own little enclave...! think it will make
people a little more self conscious of their school."
Annie Best underscored her colleagues’ expectations of the students’ thinking
skills, stating that "...I’m realizing that the kids aren’t what I would want them to be,
and that’s discouraging...! have to...figure out where I can compromise so that both
the students and I benefit without giving up all my ideals..." Emily Cormier, a
mother of two adolescent boys, also was disappointed by her students’ thinking skills.
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She
...knew all along , their inability to really think on any kind of, I
wouldn t even call it creative level, just beyond a real simple level...I
just want to have them opened up a little bit (to know) that their are
other things out there in the world, other possibilities and that they can
learn, and that they’re not stuck.
Donna Hills, also a mother of adolescents, tempered her enthusiasm with a concern
that their presence might be a deterrent to the students’ progress.
...the culture of the student body and the faculty is a little enriched by
our presence, that we can participate in other things to try to round out
what they’re doing so that they realize that school is a community, that
we all have the same goals, that we’re all people...In one sense it’s a
good thing because you have this constant influx of new ideas and you
constantly have people coming in and sort of updating and refreshing.
But I think there’s almost too much of it. 1 think there’s so many of
us sometimes that well there’s too much change in the student’s life
every day...(Students) need to have someone they feel is a little bit of
an authority figure. When that person keeps changing...our
uncertainty rubs off a little bit on them.
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Table

—Summary of Intern KxDectatipp!^

CATEGORY
OF

EXPECTATION

EXPECTATION
SELF

'‘‘minimize feelings of isolation
’•‘exposure to well-trained mentors
■•‘exposure to a variety of teachers
'•‘safe environment for learning from mistakes

jj

EACH OTHER

'•‘peer support group

TEACHERS

■•‘teachers will learn from interns
’•‘will provide a wide range of resources

||

'•‘individual faculty members will be influenced
more than the school in general
’•‘better understanding of expectations placed on
student teachers

I
||

UNIVERSITY

SCHOOL
& STUDENTS

TEACHING

’•‘whole school would serve as a resource for
studying educational issues
■•‘students will be exposed to a rich diversity of
people and ideas
I
■•‘constant change in personnel could be unsettling to
students
||
■•‘enhanced teacher professionalism

PROFESSION
OTHER

■•‘better organized program
■•‘developmentally more appropriate program
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The Teachers’ Expectations

Eighteen major expectations emerged from the interview transcripts of the teachers
who worked as mentors in the clinical site. The teachers, whose expectations are
summarized in Table 5.2 on page 60, expected that their participation in the program
would:
1. create a camaraderie among themselves,
2. sharpen their teaching skills, and perhaps introduce them to a few new ones,
3. provide them with a new energy with which to approach their work,
4. motivate them to do their best,
5. provide them with new roles, thereby making their work more interesting.
6. improve their classroom observation and supervision skills
7. enhance their self-image,
8. improve their professional image with other professionals, particularly
administrators,
9. provide a more cohesive student teaching experience for the interns,
10. provide a supportive, yet realistic experience for the interns,
11. insure the regular presence of the university at the school,
12. allow for teachers to influence the university curriculum,
13. expose high school students to a more diverse set of people and ideas,
14. promote a greater sense of pride among members of the high school
community,
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15. improve the quality of teacher education, which would result in a general
improvement of the teaching profession as a whole,
16. satisfy their responsibility to work with inexperienced teachers,
17. allow them to be involved in the creation of a model, its policies and
procedures, and
18. be a long-term personal commitment if the program was to become
institutionalized.

Self Expectations

The teachers resoundingly voiced the expectation that working in the clinical site
would reduce their feelings of isolation by creating a sense of camaraderie that they
truly need. Although Chuck Milano, a veteran of over twenty years, was the only
teacher to choose the word camaraderie, the theme permeated virtually all of the
teachers’ interviews. Chuck defined camaraderie as a "...chance to see what we’re
doing and ask ourselves...why we’re doing it...a camaraderie...a let’s come together
as educators to see it in a new light.", and had a clear vision of what that would look
like. He saw himself meeting, "...one or two hours a week with my colleagues,
involved in discussing...what’s going on in education today."
Karen Brooks, whose career roughly paralleled that of Chuck’s, told how she
would
...enjoy getting together on Thursday afternoons and either getting
some new perspective from the university or discussing what’s going
on...We are so insulated up here now. I mean, when you have a staff
who has been here twenty years, you really need that kind of
stimulation.
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Arnold Woods, a twenty-five year veteran, also felt a strong need to talk with his
colleagues. Arnold expected that the clinical site would allow him and the other
teachers to "...get together and talk about subjects which we never do. We will talk
about interns too. When we talk about interns we are probably also talking about
subject matter." Michael Player, who has always enjoyed working with interns,
stretched Arnold’s point. He saw the seminars as an opportunity for self reflection,
indicating that "...it is difficult to talk to other people without taking a look at
yourself...we’11 do some self examination and maybe improve (ourselves)."
This desire for peer interaction was not limited to the long term veterans. Jane
Ballard, a part-time teacher with a three year tenure at Greenfield High School, saw
the program as an opportunity to "...get to know a lot of the faculty better, (and)... to
discuss other faculty members’ ideas about discipline, motivation, (and) all those big
problems that we deal with all the time that have no real answers."
As an outcome of the increased interactions with other professionals, the teachers
expected to enhance their professional skills. Chuck Milano saw the opportunity for
his professional growth in two areas. First, he saw the program’s potential for
helping him develop a better understanding of the current issues in teaching, "...a
chance...to be informed about the latest research in education...! think that’s what I
need at this point in my life, in my profession, is a little more depth. Not in terms of
my subject matter, but in terms of the profession itself." Second, he saw the
opportunity "...to become a better supervisor of interns...! thought that maybe that
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would transfer to my becoming a better supervisor of the people in my own
department."
Although Chuck was the only teacher reporting the need to develop better
supervision skills, all the other teachers shared his expectation relative to new teaching
skills. Sean Connors expressed that expectation as having to "...get some different
techniques in the classroom." He thought that "...we’d get some training too, not just
in working with interns, but in classroom management and things like that." Robert
Lithgow said that "...what interests (him) most as a teacher is a practical idea about
how to do something differently." And Betty Randall "...thought it would, in fact,
bring new ideas,...new things to think about."
Several teachers expressed an expectation which was a variation on this notion that
the clinical site program would provide people with new ideas and techniques for use
in the classroom. They felt that simply being observed by an intern would force them
to better tap their own existing resources in order to improve their teaching; that the
interns’ presence is a strong motivator for teachers. Arnold Woods stated flatly, "1
know I work harder (at lesson preparation) when 1 have interns."

Mary Alice

O’Brien mentioned that since she saw the intern as "...looking for ideas and needing
different techniques", she’d be more apt to "pull things out of my hat - my old hat,
or perhaps my new hat - in order to be on for in the intern." Margaret Capella
expressed that same idea in these words:
...just the fact that I have someone observing me every class that I
teach, someone that I’m trying to show the one right way to do things
just makes me think through my lessons a lot more carefully, and 1
find I’m more on top of things. I just perform a lot better.
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Some teachers pointed to a distinct motivational expectation, that of being
energized by the experience of participating in the program. Sean Connors saw this as
an emotional ...shot in the arm...", as opposed to a new technique or skill. Peter
Knight focused almost exclusively on this theme in his interview. His previous
experiences led him to expect that working with an intern in an organized program
such as the clinical site would be "...invigorating (because), unlike teaching my
classes, I can see concrete results..." in the development of the intern over a semester.
"It makes me feel better about myself and the work I’ve done for the past twenty one
years." In this same vein, Mary Alice O’Brien expected that her participation as a
mentor would allow her to grow. Each new intern would provide her with "...another
opportunity, different than the last one, to kick in new parts of me in response to that
person’s needs." Overall, Mary Alice expected that this experience would "...make
me feel better about myself."
Other teachers shared this view, although they varied in what they saw as the
sources of stimulation. Sean’s "shot in the arm" came in the form of getting out of
the "...cubicle structure..." of the classroom to take on new roles in his work.
Although Sean was not very specific about new roles, Carol Thesper had a clear view
of the new roles she expected to plJiy. Carol hoped to ...be in among faculty at the
university, perhaps to teach a methods course, to do some supervising of practice
teachers."

She was "...not interested in getting a doctorate, ...or (becoming) a

department head, or an administrator." What she envisioned was teaching ...two
classes here and two seminars somewhere else and that kind of redefinition instead of
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just more (responsibility)." Karen Brooks felt "...revitalized...just talking with the
interns.

Arnold Woods saw the interns as "...fun to work with...", and was

convinced that "...we get as much out of it as we give, maybe more." Betty Randall
addressed this issue at length in her interview, and was able to clearly express the
complexity of the feelings associated with a relationship as intense as an intern-mentor
relationship:
They (the interns) have a pile (of resources) sky high and 1 don’t...and
I’m feeling a little jealous, or envious that I have been away from the
university for so long. I’ve really absorbed a lot of what they brought
with them. It has been many times more tiring and more frustrating to
go back to the classroom after having worked with an intern because
you ask yourself "Am I doing this right?"

Expectations Concerning Each Other

Much of what teachers expect for themselves they also expect for their colleagues.
There was frequent interchange between the use of singular and plural pronouns in the
teachers’ interviews. They saw themselves as much as the interns as a source of
support and stimulation. The expected growth, both professional and personal, and a
renewed sense of satisfaction with their work. Although these themes permeate the
teachers’ interview transcripts, two teachers focused the bulk of their interviews on the
benefits which faculty members can offer each other in a clinical site.
Chuck Milano probed deeply into his notion that the increased communication
among teachers wold promote professional renewal.

50

I just thought it would bring a renewed spirit. And even take some of
the people who are terribly cynical and who have decided that they are
just going to do their job and then go home. One of my expectations
is that the clinical site...would somehow generate in them dialogue,
excitement about what we do...I was hoping that we could, through
the clinical site, become more alive, more open to ideas, rejuvenated
and young again.
Peter Knight also sees the cynicism to which Chuck refers. He sees this cynicism as
"...a defense mechanism, and I see a lot of cynicism breaking down..." because of the
clinical site program. He expects that the clinical site will further erode cynicism by
breaking down the barriers which promote feelings of isolation within the faculty.
Weaving his expectations and his experience together, Peter indicates his optimism
about the possible outcomes of the clinical site giving him the opportunity to talk with
his colleagues:
...so far it seems to me that a lot of that isolation, that aloneness you
feel in the classroom, - why am I failing, what’s going on here, what
are the problems — is lessening. You just get a better handle on things
when you’re not isolated and this group (the seminar)is not a support
group, but...to hear other teachers, especially the brighter ones express
themselves and their frustrations and how they go about approaching
these problems and resolving or not resolving them. That is somehow
comforting.
Peter sees that "...there are other individuals in my department who are beginning to
change or trying to change, struggling." These same people, before the clinical site
"...would be talking about annuities and metamucil." Now, "...people are popping
this idea, and I don’t mean that anything substantial is going to happen, or that we’re
going to reform education,...there is a kind of resurrection occurring. I look around
and it’s pretty."
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Chuck pushes his expectation beyond the faculty itself. He hopes that this renewal
would influence administrators’ perceptions of teachers. He expects that
administrators who see and hear these interactions among teachers "...would perceive
teachers as professionals, respectable people who really have a very complex task to
do each day."

Expectations Concerning the

Interns

In agreement with the expectations expressed by the interns, the teachers generally
predicted that interns working in a clinical site would have a better student teaching
experience than those working in a traditional setting. They saw the interns as having
more on-going support and a more varied experience because they will work with
more than one mentor. Teachers felt that it was important for interns to have good,
realistic experiences as student teachers so that they will be willing to stay in teaching
and grow with the experience. The teachers expected the interns to arrive at
Greenfield High School with a solid knowledge base in their subject matter and an
enthusiasm and willingness to work hard. They expected them to demonstrate a lack
of teaching skills, but to be able to use their time wisely, and to have at least
rudimentary planning skills.
Michael Player, like all the other mentors, had a traditional student teaching
experience, and saw that "...the scope of that experience was so narrow." He saw the
clinical site as an opportunity for interns to work with a variety of teachers, which
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...promises a wider scope...And having more people in the building involved gives
them more support, people to fall back on, other experiences to see." Mary Alice
O’Brien shares Michael’s view. She expects that if an intern has
...the opjwrtunity to see more people and to talk with more people
then our interaction will be more diverse...therefore our conversations
will become more involved and may hit on more things and have more
depth because he’s engaged with other people who are in the same
business.
Robert Lithgow indicated that "...one of the problems I always find in working
with interns is that they don’t have ...practical skills, classroom skills about how to
present lessons and what to do." Sean Connors saw this same problem, which led
him to expect that the clinical site program could address these deficiencies by setting
up an on-site pre-practicum so that the interns could "...come here and get more
training before they actually went into the program." This might enhance their
"...willingness to prepare some kind of reasonable background in the subject
matter...to work beyond the hours that they are present in the building..."
The teachers’ common perception of the student teaching experience as a major test
of an intern’s suitability for teaching creates a tension between the mentors’ wishes to
make student teaching a relatively safe experience which preserves an intern’s
enthusiasm while, at the same time, giving them a sense of the difficult realities of
schools and classrooms. Betty Randall’s words stress the tension she felt about this
issue:
...the interns who are coming through are creative and energetic and
well received. Therefore, I anticipated in the best regard anybody who
was coming through and their capabilities and interest. What I want
them to have is the best possible experience so that they can have a
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understanding of not just what the classroom is like but what it’s
like to come through with all these great and wonderful ideas and then
hit a stone wall because you’re in this department which doesn’t want
to deal with it... Or doesn’t have the finances...(or) the constraints of
having only forty five minutes to do something that really needs three
hours. To be in a safe position and yet have awful things happen to
them...I want them to leave here wanting to come back, not saying ’I
don’t think I could teach again.’

Expectations Concerning the University

Teachers invested their time and energy in the clinical site concept because they
hoped that the project would help to bridge the perceived dichotomy between the
public school and the university. They expected that both the school and the
university would change in the process of planning and executing a project which was
meaningful to both institutions — the improvement of teacher training. Specifically
the teachers held two major expectations;
1.

to see a consistent physical presence of the university in the high school, and

2.

to influence the university teacher education curriculum.

In discussing the consistent physical presence of the university in the school
setting, the teachers referred to two specific individuals; the professor who would
serve as co-director of the site, and the supervisor who would visit the school weekly
to meet with both mentors and interns. Many teachers cited the involvement of a
university professor as program co-director as a major reason for joining the program.
Robert Lithgow summarized this expectation as follows; after that first three day
conference, I met some people who made sense,...and also because (Jack) was going
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to be involved, it made me overcome my fears...about the educational hierarchy."
There also was significant discussion of the expected role of the university supervisor,
a role which had been troublesome to teachers who had worked with student teachers
prior to the inception of the clinical site. Karen Brooks maintained that "... prior to
this, the supervisors came up...and had no understanding (of the intern) and passed
judgment." The current supervisor, she felt, "...seems to be very knowledgeable and
helpful", which is what she expected. Robert Lithgow expected that within the
clinical site guidelines, he would have "intense, rigorous interaction...with somebody
who’s working as a supervisor." Sean Connors made it clear that he does not expect
the supervisor to make evaluative judgments about his teaching: "1 (don’t) see it as the
supervisor’s position to come in and evaluate me...", and that supervisors should not
rely solely on their own observations, but should "...ask about Rose and how she does
on other occasions when the supervisor is not here."
The teachers generally see themselves as the experts in classroom matters, and
expect that the university will honor their expertise by listening to them when forming
or revising curriculum. Jane Ballard expected the university would be "...eager to
institute the changes that we tell them need to be made.

Sean Connors had more

specific expectation. Sean’s previous experience with interns led him to believe that
"...the methods course may be OK for certain things, but it isn’t OK for preparing
them for the classroom...they (the courses) make them aware that there are different
techniques, but they don’t give them a chance to practice them." His proposal to
address these deficiencies is a longer pre-practicum held in the schools to better
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familiarize the prospective interns with teaching methods and techniques. Chuck
Milano also expressed an expectation that the university would alter their teacher
education curriculum based on feedback from the clinical site. Chuck, however,
doesn’t want the university to lose its commitment to the ideal: "1 don’t want them to
stop dreaming, but I also want them to sees the realities..."

Expectations Concerning the School and Its Students

Teachers expected that the school’s involvement in a major innovation like a
clinical site could develop a widespread, positive reputation for the school, which
would result in an enhanced sense of pride on the part of all members of the school
community. While the teachers saw numerous educational benefits for their students as
a result of the clinical site program, they also expressed some reservations about the
possible impact of numerous interns on the students. In general, teachers felt that the
diversity of people and ideas to which students would be exposed would be beneficial
to students, as would the increased teacher to student ratio. To Betty Randall, for
example, "...an intern with good supervision gives a student a much broader base to
work from, to grow from."
The teachers also expected that the school’s involvement in the clinical site project
would produce an overall improvement in the school’s climate. All of the new
people, new ideas, and special projects would create a new sense of purpose m the
school, resulting in an enhanced sense of pride among the members of the school
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community. Chuck Milano summarized his expectations in terms of climate, stating
that he expected that "...right from the beginning (of the project), the atmosphere in
our school would become different and it would be far more academic." Karen
Brooks had already seen evidence of the fruition of her optimism. She saw the school
come alive with a flurry of new kinds of activity in the classrooms; "1 go down the
hall this year and I see this little group, a big circle, and a bit more noise. There’s
more liveliness."
Sean Connors saw involvement in the clinical site as an opportunity to "...make
some changes in the school." Besides the expectation he mentioned earlier regarding
impact on the staff, he envisioned the clinical site as a vehicle for creating "...a more
common goal that we haven’t identified yet...where we could work together at setting
up some things, compositional expectations and skills across departments...", thus
improving the educational experience of the Greenfield High School students. In
addition, Sean expected that "...interns coming in, being young, and being a little
more enthusiastic might bring some new ideas, some juice to the school."
Because of the uniqueness of the program, teachers felt that the program would
bring notoriety to the school. Arnold Woods saw the school coming to the "forefront"
as Massachusetts proceeds toward a state-wide clinically-based teacher certification
process. Margaret Capella expected that people would think that "...Greenfield High
School is more innovative, more organized...than in the past..." because of its
distinction as a clinical site. And Chuck Milano attributes his expectation to "...a part
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of me that is competitive. I want to put Greenfield High School on the map - in
terms of the University, and in terms of the state."

Expectations Concerning the Teaching Profe<;sinn

References to the profession of teaching appeared in only four teachers’ transcripts.
In each case, the teacher expected that any improvement in the training of teachers
would benefit the entire profession. Betty Randall referred to the "morass of
attitudes...(concerning) the preparation of American teachers", expecting that
improvements such as the movement toward clinical sites would allow the profession
to "come out on top of that.
Chuck Milano and Robert Lithgow added that it was every teacher’s obligation to
work with inexperienced teachers.

Other Expectations

Teachers felt that they would have a great deal of influence on the evolution of the
program, and would be able to change policies and procedures as needed to keep the
program alive. Expectations regarding governance of the program, however, varied.
Sean Connors expected the initial phase of the program would center on "...trying to
build a model." and preparing a set of policies and procedures for the program. Chuck
Milano "...didn’t expect to come up with any kind of document...", although in
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retrospect, he saw a need for a policies and procedures document to define the
program. Betty Randall addressed the point directly by expressing the "...need to
have some real clear guidelines as to what we expect of people who are going to (be
in the program)."
The question of who should be a mentor emerged from teachers’ discussions of
program policies and procedures. At the beginning of the program, there were no
restrictions placed on who could be a mentor. Although most teachers felt that this
should not become an elitist program, they saw this as a complex issue which required
resolution. In fact, Betty Randall’s quote in the previous paragraph applied to
mentors as much as to interns. Sean Connors, reflecting on his involvement in the
program, said, "Anybody (at present) can be a mentor, and some of us aren’t good at
it. I think that has to be, but I don’t know how to do that...Not everyone should be a
mentor."
Finally, because the number of interns and their areas of certifications vary each
semester, the human makeup of the program will necessarily vary over time. Sean
saw this as an area of concern. He expressed a need to preserve some constancy in
the makeup of the group from semester to semester to give "...some stability to it,
otherwise you would be changing (the program) every time you changed semesters."
Most teachers indicated that they felt that it would take time for the program to
gel. Chuck Milano, however, was the only person to place that expectation on a time
line: "You’ve got to give something like this three or four years to at least catch...
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Table 5.2 Summary of Teacher Expprtafinn«f

CATEGORY
OF
EXPECTATION

EXPECTATION

SELF

*ininimal feelings of isolation
■^camaraderie with colleagues
■“sharpen/expand teaching skills
■•‘develop new energy for work
■"motivation to do their best
■"ability to assume new roles
■"improved observation and supervision skills
■"enhanced self-image

EACH OTHER

■"improved professional image

INTERNS

■"provide for them a supportive, realistic experience

UNIVERSITY

■"allow teachers to influence university curriculum

SCHOOL
& STUDENTS

■"expose them to diversity of people and ideas
■"promote pride in school

TEACHING
PROFESSION

■"improve quality of teacher education in the US
■"satisfy teachers’ professional responsibility to work
in teacher education

OTHER

■"to be involve in the creation of a model program
■"to make a long term commitment to insure
program success
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The University Staffs Expectation*;

The University personnel who participated in the study are;
Professor Jack Hruska. who served as the Greenfield Clinical Site co-director. Jack
spent the equivalent of one full day per week at the school, serving as consultant and
chief instructor in the two seminars conducted on site. He also taught a course in the
Secondary Teacher Education Program (STEP), for which the clinical site provided
student teaching experiences.
Professor Helen Schneider, co-director of the Clinical Site Project, which also
included East Longmeadow High School, where Helen served as Jack’s counterpart.
Although Helen did not work directly with the day to day operation of the Greenfield
site, she played a part in negotiating the beginning of the site and served as a
consultant to both Jack and others at the site.
Mr. Peter Cannone. Associate Superintendent of the East Lxingmeadow Public Schools
and co-director of the Clinical Site Project. Mr. Cannone was the driving force in
establishing the University’s first clinical site at East Lx)ngmeadow High School. Like
Dr.Schneider, Mr. Cannone served as consultant to the Greenfield site. Both Dr.
Schneider and Mr. Cannone were invited to participate in this study because of their
commitment to the clinical site concept, and because it was clear that the Greenfield
site was an offshoot of their work in East Longmeadow.
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Dgan .Marilyn Paring-Hi^lorg, of the University of Massachusetts School of Education.
Dean Haring-Hidore’s participation is based on her clearly stated support of the
clinical site concept as well as her scholarly interest in mentoring.
A third co-director of the Clinical Site Project, Dr. Irving E. Seidman, is not
included in this study due to an inability to schedule his interview within the time
frame required by this study. Dr. Seidman, with Dr. Schneider and Mr. Cannone, is
responsible for the implementation of the clinical site concept at East Longmeadow
High School, and for initiating the program in Greenfield.
The university staff members’ expectations, which are summarized in Table 5.3 on
page 68, did not include specific expectations for the profession of teaching, nor did
they include any uncategorized expectations. University Staff expected that:
1.

Their involvement in the clinical site project would provide them with a new
source of professional stimulation.

2.

Interns participating in the program would be less isolated and better socialized
as professionals.

3.

Clinical site interns would experience a more demanding student teaching
experience than those in a more traditional setting.

4.

Teachers would find the experience rejuvenating, and therefore the clinical site
project would become the focus of the Greenfield High School’s professional
development program.

5.

The ethos of a public school could be dramatically changed by its involvement
in the clinical site program.

6.

Field work associated with the clinical site program would provide a rich new
source of knowledge for university personnel, and the opportunity to develop a
new model of teacher education.
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7.

The University would be slow in developing a reward system for field work,
^d therefore the number of university and high school personnel who become
involved with the program would be limited.

8.

Program administrators would have to be aware of the potential for burnout of
the teachers involved.

Self Expectations

Among the university staff, personal expectations tended to be related to their
professional careers. Professor Jack Hruska, who served as the program’s original on¬
site director, indicated that he was at a point in his career where he needed a change ,
and that he expected his involvement in the clinical site to help him "...decide how I
want to spend the rest of my life in education." Program co-director Peter Cannone
indicated that when he first became involved in the clinical site program he "..never
expected to be teaching at the University...", but now has come to expect that his
involvement will lead him to a college campus following his retirement. Dean
Haring-Hidore, expected that the clinical site project would become one of her
important responsibilities, and that the project "...was an important part of my
decision to come here."

F.xpectations Concerning the Interns

Like the teachers and the interns, the university staff saw the clinical site as a
means of minimizing the isolation which typifies the student teaching experience.
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Professor Hruska saw this "different way of training teachers" as an opportunity for
interns ...to give each other support and at the same time have a number of resources
they can talk to in the school."

Dean Haring-Hidore described the process as

socialization. She maintained that "...one of the problems that we have had in teacher
education in the past is that we haven’t adequately socialized our student
(teachers)...and I think that these students will be better prepared (for teaching)
through participation in the clinical model."

Helen Schneider, who also serves as co¬

director of the program, concurs, but also underscores that the clinical site also
provides good instruction for the interns; "Student teachers really need a lot of support
day to day, and they also need a lot of instruction." Peter Cannone expected that the
clinical site concept would also put new demands on the interns.
Because the clinical site goes beyond the usual support and instructional standards,
Cannone felt that "...interns would be expected to be more than practice teachers."

Expectations Concerning the Teachers

Peter Cannone’s expectations were sharply focused on the teachers. While he was
principal of East Longmeadow High School, he approached the University of
Massachusetts about beginning a clinical site at that school because "...many people
on our staff had a tremendous amount of ability, knowledge, and experience that
simply was going untapped. And I had to find a way to motivate them.

Helen

Schneider, who had worked at East Longmeadow, reflecting back on that experience.
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...did not foresee that it would become this self-perpetuating intellectual activity.
People (at East Longmeadow) are now beginning to generate their own study groups
and projects...

She therefore concluded that "...staff development was a more

important aspect... of the clinical site than she had originally thought, and that she
expected to see the same pattern emerge from the Greenfield program.
Although he had not worked in a clinical site before, Jack Hruska shared many of
the others’ expectations. He saw the clinical site as a way to "...keep good people in
the teaching over the years, to keep them alive, fired up." Specifically, the clinical
site could serve as "...a mechanism that would allow a sort of second career for
teachers, would be an inspiration to people who are in the field, and would give them
a new way to be in school for several years at the end of their career."
All of the university staff shared a concern about burnout, and cautioned that
teachers could not serve as mentors for prolonged periods of time without adequate
breaks. Peter Cannone and Helen Schneider indicated that at East Longmeadow,
teachers served as mentors for only one semester per year because they didn’t want
the mentors to bum out. Jack Hruska expanded the point, and expressed the notion
that not all teachers could be mentors:
Mentors have to get inside themselves and look at what they do. That
can be done in alternative ways. My hunch is that there are many
good teachers who could never become mentors because they could
never step back far enough from their own role to be able to analyze
themselves. I think that the newness of the idea will capture a lot of
people in the beginning. But I have a lot of skepticism about whether
or not you can have people be mentors over a long period of time, like
five years.
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Expectations Concerning the UniverRity

By pointing out that ...you can’t train teachers at a university any more that you
can train baseball players in a locker room..", Jack Hruska underscored the need to
bridge the gap between the university and the public schools: "...when you’re
involved in activities like public schools and classrooms and you stay away from the
ongoing activities for a very long time (you) lose sight of what that’s about." Peter
Cannone agreed that "...we should get the university people into the schools, working
with the teachers in the trenches."

Even Dean Haring-Hidore saw public school

involvement as a "shot in the arm" for the university, adding that getting university
staff "...closer to the real action..." would create benefits "...greater than we expect
for the university."
All stressed, however, that this would be very difficult. In agreement with Peter
Cannone’s allegation that the reward system that is in place at the university "...does
not reward people for clinical site work...", Dean Haring-Hidore indicated that part of
her job will be to "...reorient some people’s attention toward teacher preparation."
Beyond providing rewards for faculty, Peter expects that the university will
eventually feel a need to reward the classroom teachers who serve as mentors and
developers of the clinical site model:
...if we are going to be equitable and if we are going to break down
this hierarchy which exists between higher education and secondary
education, then...the university has to recognize mentor teachers, and
give them some kind of status. I don’t care what you call it: clinical
professor, lecturer...but they should be acknowledged.
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Although he thinks ...it will be divisive...", Jack Hruska expects that the
University might eventually find "...twelve to eighteen (people) who might see this as
a new way of life for them, but those colleagues will become very tight and we’d
become a separate unit,...(which) could be one of the most exciting things that’s
happened to the School of Education."
Recognizing the University’s responsibility to take a leadership role in the
education of teachers in Massachusetts, Dean Haring-Hidore stated a clear expectation
for the School of Education;
I expect that because we’ve been doing things like clinical sites where
our collaboration is with the schools that we should be able to lead the
way by developing models to show others how it can be done. Our
mission is quite different from the state colleges’ mission, which is the
training of teachers. We have to provide models and research. That’s
why I’m saying that this is the opportunity of a lifetime.

Expectations Concerning the School and Its Students

Although there was a lack of specificity in their expectations, all university
personnel felt that the school could undergo significant change because of its
involvement in the clinical site project. Jack Hruska described this as a "...change in
the ethos of the school." Peter Cannone expected that being a clinical site is a
significant step toward becoming a professional development school, and that bringing
"...young blood into the school...(would) break the isolation of the school." Dean
Haring-Hidore expected that programs such as the clinical site program could cause
schools to change dramatically;
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...we re not going to look the same in the next few decades, that is
bringing people to our somewhat traditional structures that we call
schools and sitting them in desks in rows nine months out of the
year...
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Table 5,3 Siimmary of University Staff Exnertafinn>^

CATEGORY
OF

EXPECTATION

EXPECTATION
SELF

*new source of professional stimulation

EACH OTHER

*new source of knowledge
*opportunity to develop a new model

INTERNS

*less isolated and more socialized
♦will experience a more demanding student teaching
experience

UNIVERSITY

♦slow to adapt to need for reward system for field
work

SCHOOL

♦change in ethos of school
♦project would become the focus of professional
development program

& STUDENTS

TEACHERS

♦will be rejuvenated
♦potential for burnout in mentor role
♦few will become involved because of lack of
rewards
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The Public School Administrators’ Exnertatinn^

Both the Principal of Greenfield High School and the Superintendent of the
Greenfield Public Schools participated in this study. Although neither of them is
intimately involved in the daily operation of the program, it is their commitment to
the concept and their willingness to financially support the program that make them
key participants in the program. Their expectations, which are summarized in Table
5.4 on page 73, focused on the school, the students, and the teachers. Their
transcripts revealed no expectations for the interns or for the University. In general,
they expected that:
1.

As administrators, they would derive personal motivation from working with a
motivated staff.

2.

Participating teachers would develop stronger feelings of professionalism and
self worth.

3.

Participating teachers would become more knowledgeable in curriculum and
current research on teaching.

4.

Participating teachers would improve their reflective skills.

5.

Teachers would have the opportunity to assume new professional roles.

6.

Students would benefit from having rejuvenated teachers.

7.

Greenfield High School students’ horizons would expand from participating in
ancillary activities such a student panels and special projects.

8.

A ripple effect would stimulate other schools in the system to institute renewal
programs.

9.

The clinical site program would make a major contribution to American
teacher education.
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Self Expectations

Both administrators indicated that they are motivated by staff-driven programs.
Superintendent Turock finds it a "...great pleasure to work in an organization where
there is a staff committed to changing and improving." Although he views "...the
role of principal as a supportive role that helps people," Principal Lawson finds that
when a staff demonstrates "...willingness and openness to learn new things...to
promote change...(it) makes me more willing to take risk." In addition, the clinical
site program might provide him "...with an experience which might end up
in...getting another degree, which (I) might not have been otherwise motivated to do."

Expectations Concerning Teachers

Both administrators highlighted their expectation that the clinical site would serve
as a new source of motivation for teachers. Dr. Turock felt that serving as mentors
"...would create the need for staff to become more current..." and would result in
"...making our staff feel more professional and feel good about themselves." Bill
Lawson expected that the clinical site would provide teachers with "...a vehicle where
they can learn and...expand skills...instruction...basic knowledge and competencies in
curriculum." Beyond that, Lawson saw this as
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Both administrators acknowledged that the clinical site would serve as a vehicle for
reflection. The Superintendent expected that "...the faculty (will) look at their school
and make some determination as to what they need to do to improve it." According
to Lawson,
...the way to proniote growth is to get people to reflect upon what’s
going on, and I think a lot of what’s going on with student teachers
will match up with veteran teachers and will do just that.

Expectations Concerning the School and Its Students

Administrators immediately saw the potential benefit of an opportunity to recruit
good talent into the school system as retirements occur. Dr. Turock saw this as "...an
opportunity to preview the young talent entering the field of education, and...to
recruit them for our own staff."
Because "...students zire going to receive the benefit of rejuvenated teachers...".
Bill Lawson said, "...just on the learner basis I’d be in favor of it." But he sees the
impact of the program on students to go beyond that. Because students might be
involved in other aspects of the program, such as panels to discuss educational issues
with the interns, the students’ "...horizons will be expanded...". Furthermore, the
new roles for high school students will create
...a climate of academic interest and importance, (which) is going to
affect the overall tone of the school and will (show students) that we’re
about stuff that is serious and is larger than this high school...
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Superintendent Turock concurred, but saw the ramifications of a successful
program in a broader perspective. She expected
...a domino effect, because as one school in a system looks at itself
and begins making a commitment to change, it encourages other
schools within the system to do that, having a very positive ripple
effect throughout the district.

Expectations Concerning the Teaching Profession

Anticipating that "...the state will be tying certification into professional
development sites...". Bill Lawson saw the clinical site as an opportunity to participate
"...not only in a rebirth of our own people, but the training of new teachers."
Because "...there needs to be a major restructuring...of how we train teachers in this
country...", Ilene Turock concludes that "...to combine the resources of the public
schools and the university would be very powerful and very beneficial in the training
of all teachers."

73

Table 5.4 Summary of Administrator Exnpctatinn^;

CATEGORY
OF
EXPECTATION

EXPECTATION

SELF

’*^rsonal motivation derived from motivated staff
^potential for further studies

TEACHERS

■•‘will develop stronger feelings of professionalism
‘•‘will become more knowledgeable in curriculum
and current research on teaching
*wili improve reflective skills
“‘may assume new roles

SCHOOL
& STUDENTS

“•horizons will expand from involvement in special
projects
“■will benefit from rejuvenated teachers

TEACHING
PROFESSION

“■contribution to teacher education in the US

OTHER

“■ripple effect on other schools in the system
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CHAPTER VI

ANALYSIS OF DATA

Chapter five revealed the specific expectations of the cooperating teachers, interns,
university staff, and administrators relative to themselves, other people, the high
school and its students, and the university. This chapter examines how these
expectations fit with one another. Are the expectations of interns, cooperating
teachers, university staff, and school administrators congruent within each group?
Between groups? Are there indications of conflict or zero-sum expectations? The
data are analyzed in the following order in this chapter:
1. The degree of congruence within groups, and its implications; and
2. The degree of congruence between groups, and its implications.

Congruence of Expectations Within Each Group

The rationale for this study was based, in part, on the need to determine the
validity of the common notion that a clinical site experience is a more productive
experience than a traditional student teaching practicum. Ideally, as a first step in that
direction, one could compare the expectations expressed by the interns in this study to
the expectations expressed by a group of student teachers about to begin a traditional
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practicum. Because of the lack of parallel data identifying the expectations of student
teachers, that is not possible. Instead, the interview transcripts were used to identify
both direct and indirect comparisons made by the interns. To illustrate the difference
between direct and indirect comparisons, the following examples are offered:
Estelle Weiner made a direct comparison when describing her expectations of the
clinical site:
I thought that a clinical site would be excellent, just by the fact that
there’d be other people who are in the same boat I am in, the teachers
are probably more aware of what we are going through at this time,
and are more sensitive to our needs...Jones Academy and Norwood
Academy (are) nice schools, and much closer (to my home) than here,
but I’d probably be the only intern there.
Nora Ward’s comparison was more indirect. She expected that the clinical site
would provide "...more support overall, more teachers being aware of who you were
and what you were doing...", implying by her use of the word more, a comparison
toher perception of conditions which would exist at a traditional student teaching
setting.

The Interns.

The interns’ expectations revealed two major themes: mutual help and specific
behavioral outcomes on the part of all of the participants. These two themes, with
only slight variations, were distinguishable in every intern’s interview transcript. The
analysis of these themes includes references to specific events which give the reader

76

insight into the degree to which these expectations were met and their impact on the
program’s development.
A mutuallv helping environment

All of the interns felt that a clinical site would

provide a more "helping environment" than a traditional site. They saw this help in a
variety of forms:
Xhe clinical site would provide 9 wuruallv hebinp relationship with ^ u/p1i
Lrained mentor, whose primary resnonsihilitv would he the indiviHnal
Each week during the semester, the interns met to discuss issues and concerns
with their supervisor. Within the seminar, each intern indicated that they had been
able to establish such a relationship, despite the fact that the intern-mentor matching
process varied from department to department during the term of this study. The
Social Studies department, in its desire to be consistent with the general aspects of the
mentoring process, allowed matching to happen "naturally". The interns observed a
variety of teachers and interacted with all department members for a period of time
before indicating a preference for a mentor. The unstated assumption underlying this
process was that the department could provide a good match for each intern.
Although each intern did pair up with a mentor, the level of anxiety among the interns
rose each time one of them paired with a mentor. With each match, specific people
became unavailable to the rest of the interns, thus raising their anxieties about making
a suitable match.
The English department used a different method to make mentor-intern matches.
During the selection process, all of the interns met with the entire English department
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to discuss the program and to make a preliminary determination about who would
work well with whom. Although the interns had some input into the process, the
matching was based largely on which intern(s) the faculty members chose. When they
were notified of their acceptance to the clinical site, each English intern was offered a
position with a specific pair of mentors. The intern would work with one mentor for
two classes and another for a third.
During the Fall, 1989 semester, when this study was conducted, there were four
applicants for internships in the English department. Three of the interns had solid
matches as a result of the interviewing process; Bill, the fourth, was offered a position
with two mentors who were less comfortable about the placement. That intern (who
did not participate in the study) had a difficult time with the internship, and was
eventually seen as ineffective by his mentors. It is still unclear whether Bill would
have been successful with another pair of mentors, or whether he was unprepared to
succeed in any student teaching practicum.
2. The clinical site would foster a mutually helping relationship with the entire
school community, which the interns saw as committed to teacher education.
Fear of isolation appeared in every one of the interns’ interviews. They saw a
traditional student teaching site as an isolated place, in which Molly Weld thought she
would be "...in-between person, not really a teacher and no longer a student..." and
therefore would "...not know where to fit in..." This fear is well grounded,
according to Watts (1987), who describes a student teaching site as a place where
often "...the student teacher may be perceived as a visitor from the university who
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must adjust to the procedures and practices with few, if any. specific provisions for
his/her own instructional needs."
It was the expectation of lessened isolation that the interns most frequently
considered to be fulfilled. The site made them feel free to interact with the high
school staff because they perceived the staff as committed to the training, and that the
staff accepted interns as a integral pan of the school. Nora Ward cited a specific
example of this feeling from her experience:
...if I had...a specific question like how do I find out so and so’s
homeroom,...! wouldn t have to wait until my mentor had a free
moment. I could ask anybody who had a free moment and they could
tell me.
In every case but one, when the interns expressed their fear of isolation, they
stressed their expectation that the clinical site would mitigate against isolation. That
one exception was Annie Best, who was uncomfortable with the intimacy of the
clinical site, and feared that her radical educational and political views would make
her a maverick. Thus she would be separated from the close knit group, and would
feel worse than she might feel in a place where everyone was isolated.
3. The clinical site would foster a murualJy helping relationship with the other
interns.
This was another expectation which interns typically reported as having been met.
The interns were quick to establish relationships among themselves, and spent much
time together both in and out of school. Estelle Weiner , who attributed much of her
initial comfort at the clinical site, felt that much of her comfort was the result of:
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...the people around me. The English department has three other
interns. I have become good friends with one of them, We car pool
in the morning, we talk about school, we give other suggestions.
It s...that feedback, and going through the same thing, and sharing
materials...Now
that s amazing, and I couldn’t get that at Jones Academy, or those
other places that do not have a clinical site.
The camaraderie of the interns, however, was not always a positive thing.
During the semester, the intra-intem network took an unexpectedly negative turn.
Bill’s teaching difficulties and his reluctance to accept feedback created a tension
between himself and his mentors. Later in the semester, similar tensions developed
between Estelle and her mentors, and within Rose’s mentor/university supervisor
triad. The previously supportive network between the interns became focused on the
conflict, and fed the negative feelings among them. By semester’s end, the English
teachers were frazzled, and at least two of the interns were feeling angry about their
experience at the clinical site. In subsequent semesters, the English Department
selected fewer interns, and reported fewer internal conflicts.
The causal factors of this development have never been fully identified, leaving
several basic questions to be answered;
1. Do four interns create too great a stress on a department of seven teachers?
2. Should interns who can’t be well matched be denied admission to the
program?
3. Is the matching of mentors who work in pairs as important as matching
interns to mentors?
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SBgpific t,ghavioral ontrome,

The interns expected more than a helping

environment. They also expected specific behavioral outcomes from the clinical site
experience. Those outcomes included:
behaviQr$ in their mentor^ teaching, which rould he tmrpH
intent’s perspective and academic preparation

Annie Best saw encouraging signs of

this, when early in her relationship with Arnold, he expressed his desire to spend less
time in front of the classroom. Arnold, who has reaffirmed his position many times
during the mentors seminar, did not, however, attribute this aspiration to Annie. He
pointed
instead to the instructional orientation of interns in general, and in particular to Polly,
who had preceded Annie as Arnold’s intern.
Nora Ward also expressed an early realization of this expectation when Ted,
Nora’s mentor showed a shift in emphasis on the scientific process in his Earth
Science class.
2.

A repertoire of effective instructional techniques, acquired from a number of

teachers at the clinical site. Student teachers, regardless of their practicum site,
"...expect to be taught to teach well." (Copeland, 1986) What is unique about the
interns interviewed in this study is that they expected to be taught by a variety of
teachers, rather than just by their cooperating teacher. This is consistent with their
perception of the ready availability of all aspects of the school as resources to the
student teacher.
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Because the interns’ interviews were conducted very early during their internship,
they all had very little experience in teaching classes. Over the course of their
internship, they frequently expressed frustration over not having sufficient time to
observe teachers other than their mentors. Their contact with other teachers generally
was limited to informal discussion about classroom management issues, and general
conversations about instruction. But, they rarely observed other teachers teaching,
and even more rarely had the opportunity to discuss those classes with the teacher
afterwards. In the interns’ seminar, however, a variety of teachers conducted
seminars on a wide range of topics. Thus, the interns did have an opportunity to
interact with a number of teachers, albeit on a short term basis.
The short time frame of the internship relative to the vast number of teaching
skills and strategies to be mastered also hindered the realization of the interns’
expectation for learning how to teach well. Teachers need to practice a skill some
twenty-five times with frequent feedback in order to incorporate a new skill or
technique into their teaching repertoire (Joyce and Showers, 1982). Given this
standard, a seventy day internship simply does not provide adequate time for interns to
practice. Therefore, interns typically "try out" a number of techniques without
having time to master any of them.
There was a high degree of congruency among the interns’ expectations. The
origins of the expectations were not traced, so the causes of the congruency are not
clear. Was it simply a reflection of conversations with the university personnel who
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counsel interns during the site selection process? Or did the clinical site selection
process attract novices who shared common expectations?

The Teachers

Although they expressed a wide variety of means to achieve personal growth, the
major focus of the teachers’ interviews was the need to be professionally renewed,
Considering the population of teachers who make up the cadre of mentors at
Greenfield High School, this is no surprise. Virtually all of the teachers involved in
the clinical site project have taught at Greenfield High School for over twenty years.
They have seen many projects come and go, most of which have made very little
impact on either themselves or the school.
The teachers were unanimous in their feelings of isolation. Greenfield High
School, which is organized around departmental offices, provides little physical
opportunity for interdepartmental interaction. The dispersal of the departmental offices
around a generally rambling building helps to create territorial boundaries, which are
rarely violated. Many teachers even eat lunch in their departmental offices, further
lessening the interdepartmental contact. Although the location of the offices is
convenient to departmental members, time mitigates against this geographical
convenience. Because the only unscheduled time common to all teachers within a
department is the one-half hour lunch period, teachers rarely have the time to meet
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with their own department members during the school day - much less engage in
discourse with colleagues in other subject areas.
The teachers saw four general avenues to renewal:
1. Renewal throueh participation in the seminar. Teachers expected that the
clinical site seminar would help to break down some of the barriers that exist between
departments, and provide an opportunity to interact with each other on educational
issues which rarely received attention at Greenfield. Chuck Milano looked forward to
"...sitting in a room...after school for one or two hours a week with my colleagues
from other departments and...(being) involved in discussing...what’s going on in
education today." Indeed, the seminar did become the major focus of the clinical site
program as a professional development vehicle. Enrollment in the seminar continues
to average around ten each semester, with the total number of faculty who have been
participants exceeding twenty-five.
2, Renewal through the role of mentor. Teachers expressed a wide range of roles
they might assume in the clinical site program. A number of them spoke about the
direct person-to-person impact they expect from working with an intern. Some
mentors expressed this expectation in more philosophical terms. For example,
Michael Player knew that when you work with an intern "...you have to examine
yourself a little bit because it is difficult to talk with (an intern) without taking a look
at yourself.” Mary Alice O’Brien felt that working one-on-one with an intern would
cause her to stretch professionally "...to meet that person’s needs.
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Others expected more concrete personal outcomes from their work with interns.
Arnold Woods, cited earlier, expected that he would allow his intern to experiment so
that he could learn from her. In particular, he could learn from her experimentation
with group work; "(Perhaps) we will find out that (the students) work well together
Bud thBt itibIccs sense to bresJe them down into groups ”
Measuring the extent to which Michael’s and Mary Alice’s expectations were met
is difficult. However, both people continue to work with novice teachers. Michael
has continued to work with social studies each semester since the study was
completed. Although the math department has not had an intern since the study, Mary
Alice has become a major source of support for Dane Levitt, a first year math
teacher.
My own daily observation indicates that changes in teaching techniques have
crept into the school since the inception of the clinical site. A walk around the school
will reveal new seating arrangements, more active learning experiences, and more
group work. Karen Brooks noticed and reflected on these changes early in the
semester:
I go down the hall this year and I see a little group, a big circle, and a
little bit more noise. These’s more liveliness. When I walked down
these halls in other years, it was deadly quiet...There is definitely
more creativity (now) and it’s important because we’ve got such a staid
group...We’ve got so many structured, regimented types (of teachers)
that this (project) is moving. I just think it’s a perfect solution to our
aging group here.
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Renewal thrQugh thg assumption of new roles outside of fireenfield High
School. Carol Thesper’s concept of renewal included some new roles which would
radically change the nature of her job and the structure of her work day.
...I really want...to change my job...to be in among faculty at the
University, to teach a methods course, to do some supervising of
practice teachers, to break up my day and my job...and redefine my
own position...That would mean that I teach three classes here and two
seminars someplace else...redefinition (of work), not just more (of it).
I’m not interested in getting a doctorate.
Carol’s expectations, although they fit in the same general category as other
teachers’s expectations for renewal, raise two major issues. First, they point out a
conflict with the university’s policy of using only university graduate students in
teaching roles. Because many of the pre-service courses are graduate level courses,
the university allows only doctoral students to teach them. So, Carol’s disinterest in a
doctorate precludes her assuming that role.
Carol was one of the first teachers to raise the "add on" issue in mentoring. She
was clear that she wanted something different to do, not something more to do.
Although other teachers did not initially speak in those terms, it has become a major
programmatic issue. Although teachers report that their expectations regarding
stimulation are being realized, the burnout risk has escalated. Teachers are putting in
more time, experiencing more stress, and experiencing real anxiety about meeting
their commitment to their students. Circumstances can greatly intensify a teacher’s
stress and anxiety, as in the situation regarding the English interns reported above,
especially when teachers do not receive adequate compensation for extra duties. The
University offers tuition waivers to teachers who work as mentors. Teachers who
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have reached the top of the salary scale receive no additional compensation for
additional course credits. The waiver, therefore, serves as an incentive only to those
who have not yet reached maximum salary, or to those teachers who are intrinsically
motivated to take university courses.
The Massachusetts teacher certification process soon will require all first year
teachers to work under a designated mentor. Questions regarding the compensation of
the mentors remain unanswered: Who will pay the mentor? Will they be
compensated in time or money or both? And how do we address stress, for dollars do
not do that? The clinical site, too must address these questions. Because, as more
and more teachers reach maximum salary, fewer and fewer of them will benefit
economically from tuition waivers. This can only be exacerbated by the current
financial crisis being experienced by the public school systems and by the University.
4. Renewal by improving teachers’ self image. Some teachers thought that
being involved in larger professional issues, such as those related to the training of
teachers, would enhance their professional image. Chuck Milano was especially
concerned about how the new principal would view the professional staff, and hoped
that:
...through the clinical site, ...they (administrators) would perceive
teachers differently. They would perceive teachers as professionals,
respectable people who really have a very complex task to do each
day...I don’t think that they see that enough. 1 thought that maybe
what the clinical site would do is put the emphasis primarily on the
teacher and that the administrators would in some way realize ... that
’well there is a lot to what these guys (teachers) do every day. My job
has got to be to make what they do easier for them...’
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Chuck would like to see administrators fighting for sabbaticals, better facilities,
and other improvements which could directly affect teachers. Unfortunately, since the
inception of the program, the school system has been going through a period of
budget reductions. The 1990-91 school year began with three fewer teachers than the
previous year, and the 1991-92 budget probably will suffer even greater reductions,
making the realization of administrative support as Chuck envisions it an unlikely
event.
Administrative support for the clinical site, however, has been solid. Both the
superintendent and the principal have taken a "hands off policy toward the program,
and continue to allow the program to be totally teacher driven. Although the 1991-92
budget reflects a 25% reduction in the program’s budget, virtually all of that reduction
will come from the on-site director’s stipend. The rest of the program’s budget will
remain relatively unchanged.
These renewal expectations cited above were chosen because they cover such a
broad range of ways to achieve the same goal. Thus, despite the internal congruity of
the end goal for teachers, the diversity among outcomes which represent meeting those
expectations makes success difficult, if not impossible, to achieve. These expectations
are not contradictory so that meeting some of them will necessarily preclude meeting
others. It is the broad range of the expected outcomes that will require a long period
of time to meet them all.
Furthermore, much of what teachers expect will cost money, which is in limited
supply at this time. Massachusetts law prohibits any municipality from raising its tax
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levy by more that 2.5% in any given year. With inHation rates in excess of 2.5%.
local budgets will erode as town administrators attempt hold the status quo. Although
the law allows for local communities to override the levy limit, and the Greenfield
community has allowed such overrides in recent years, the likelihood of another
override seems slim. With unemployment rates escalating, the community is
tightening up fiscally. To complicate the situation, the Commonwealth of
Massachusetts is suffering staggering budget deficits. This has translated into massive
cuts in the University of Massachusetts budget, and the state has reneged on its
promise for increased state aid to municipalities this year.

Many school systems,

including Greenfield’s, are facing the possibility of operating with a 1991-92 budget
which is less than that of 1990-91.
As schools reduce their staffs, teachers will be faced with larger classes, the
possibility of more non-teaching assignments, and meager pay raises, if any. Such
conditions can easily tip the scales, making mentoring appear to be more of a draining
experience than a stimulating one.

The University Staff

The University staffs expectations were centered on personal professional issues.
The participants, primarily teacher educators, were concerned with the entire range of
teacher development, and saw the clinical site as an opportunity to address all parts of
that continuum. The clinical site could provide the university personnel with an

89

opportunity to study the knowledge base on teacher development, while providing a
clinical experience for pre-service teachers and a staff development program for the
veteran teachers.
1 • The clini(?al site as an opportunity to gain new knowledpe.

Jack Hruska, who

was the university faculty member most connected to the site at the time of the study,
agreed to serve as co-director because of the intellectual challenge of figuring out a
better way to prepare teachers. He welcomed the opportunity to work closely with
teachers to "...find a mechanism that would allow sort of a second career for
(them)...and give them a new way to be in school for several years at the end of their
career." However, Jack had
...a lot of skepticism about whether or not you can have people be
mentors over a long period of time...and (was) interested in whether or
not you can keep mentors who will who will...say ’I’m a mentor’ and
think about and write about it and really see that in addition to their
teaching. I...don’t think you can set up a clinical site on the backs of
teachers,...but if they come to see themselves in a whole new way it’s
almost like starting a whole new career.
2. Promoting the veteran staffs professional development. Helen Schneider and
Peter Cannone were both involved in the day to day operation of the East
Lxjngmeadow site, which was the University’s first clinical site. As such,they served
as overall co-directors of the clinical site project with Professor 1. E. Seidman.

Their

inclusion in this study is related to their commitment to the clinical site concept, and
their interest in propagating sites at other schools. Greenfield High School is the first
attempt to replicate the East Lx)ngmeadow concept.
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Many of Helen’s expectations of the Greenfield focused on the potential for staff
development, a direct outcome rom her experiences at East Longmeadow. Although
she had worked as a high school English teacher in an urban high school and had then
served as a cooperating teacher, Helen admitted that "...none of us thought that the
clinical site had the potential for staff development that has materialized." Eighty
percent of the mentors at East Longmeadow have returned to school at area colleges.
Others had begun to form their own study groups and develop their own projects,
much in the vein of the professional development school. Helen never foresaw
"...that it would become this sort of self-perpetuating intellectual activity."
Helen included the personal impact of the interns as a factor in the school’s staff
development program. She told a story about a teacher who
...confided in me that...last semester (he had) this very rough group of
kids (and the intern) had them sitting in a circle, which he thought
would be an out-of-control situation. And he found that it had just he
opposite effect, that it increased interaction and the so-called control of
the kids, keeping their attention..
Helen expected much of the same kinds of things to happen in Greenfield. There is
some evidence that her appraisal was correct. Although none of the teachers have
enrolled in formal university graduate programs, over twenty-five of them have
elected to enroll in on-site graduate courses offered through the clinical site.
Peter Cannone, although classified ex-officio as a university staff member, played
a more complex role in the East Longmeadow program. Because he was the former
principal of East Longmeadow High School, and is currently the Assistant
Superintendent of the East Longmeadow schools, Peter lives in both worlds: the
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university and the public schools. It is very clear that Peter’s original motivation in
promoting this "teaching hospital" model of teacher education was solidly based in his
need, as a principal, to have an ongoing effective staff development program in his
school. He
...had many people on (his) staff who had a tremendous amount of
ability, knowledge, and experience that simply was going
untapped...And (he) had to find a way to motive them...(he) wanted
high school teachers...to think of themselves as teachers of
teachers..and raise their self-esteem.
It was in that vein that he approached Mario Fantini, former Dean of the University
of Massachusetts School of Education, with a plan to institute a clinical site at East
Longmeadow High School. Like Helen, Peter relied on his experiences at East
Longmeadow High School to suggest what might be expected from the Greenfield
program.
Besides sharing Helen’s optimism about staff development, Peter expected that a
clinical site would receive continued, consistent faculty involvement from the
University. At the time this study was conducted, there were three faculty members
involved in the clinical site project: Jack Hruska, who worked with the Greenfield
site; Helen Schneider who worked at the East Longmeadow; and 1. E. Seidman, who
served as co-director of the University’s clinical site program. Shortly after the
Greenfield site was launched, another site was established at Holyoke High School,
where Professor Seidman served as faculty consultant. In the spring of 1990, Jack
Hruska left the University, leaving the Greenfield position vacant. Although they had
no plans to replace Jack, the School of Education did plan to replace another retinng
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professor with a clinical professor who would provide some service to the clinical
sites, but economic constraints also forced the school to leave that position vacant.
Helen Schneider eventually was appointed to the Greenfield position as an add-on to
her responsibilities in East Longmeadow. Since then, one death and one retirement
within the Secondary Teacher Education Program (STEP) have resulted in two
additional unfilled positions. This has created additional strain on the human
resources available in the School of Education. Although there is some hope that the
positions eventually will be filled, the state’s economic crisis makes that look like, at
best, a distant happening.
Dean Marilyn Haring-Hidore continues to support the clinical site model:
...it is such a sound model and the state is going to a clinical masters
program and it seems to me that, on the basis of our experience with
this particular project, we should be leaders in this state in developing
clinical sites.
But, the Dean’s support for the clinical site concept may not be enough to meet the
expectations of individuals like Peter Cannone, who must reside full time in the
context of a clinical site. She must also have the human and economic resources to
assure the University’s sustained support of the clinical sites. In the long run, it is
essential that a staff development program energize and sustain university staff
members, not drain them. Under present circumstances, that may be impossible.
The expectations listed above, although highly congruent across university
participants, raise concerns which are heightened by the current economic climate. In
order to meet the university staffs expectations of the clinical site as a comprehensive
pre-service and in-service professional development program, resources must be
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provided to prevent both teachers and the university faculty from feeling overworked
and undercompensated. In the absence of resources and support, a program that
should stimulate teachers and raise their level of self-esteem could do just the
opposite.

The Public School Administrators

Both the principal and the superintendent centered their expectations on the
teachers. They saw the program’s potential as a powerful professional development
vehicle, whose ripple effects could energize an entire district. Although Greenfield
High School Principal Bill Lawson focused his expectations on the high school.
Superintendent Ilene Turock saw potential for the broader context of the entire school
system.

Effects on the Greenfield High School Staff. To Bill Lawson,
...the way you promote growth is to get people to reflect upon what’s
going on, and I think that a lot of what’s going on between student
teachers matched up with veteran teachers is just that; getting teachers
to reflect upon practice...! believe...that a school is a community of
learners, so I want teachers to have a vehicle where they can continue
to learn and expand.
The seminars continue to serve as that vehicle. Twice each month, one faculty
members organizes a thematic seminar for the interns, recruiting other teachers to
participate in the seminars. The current semester (Spring, 1991) includes seminars on
planning lessons, responding to student assignments, models of teaching, use of
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technology in the classroom, and others. To promote faculty involvement, the
organizer of each seminar is paid a small stipend, charged against the school budget.
Beyond growth. Bill sees the clinical site as a potential vehicle for creating new
roles for teachers;
Some year (teachers) may choose not to be a mentor because they may
be involved in some other project...Maybe there are semesters when
people are carrying on a research project, and that represents the
majority of their load.
In fact, there have been occasions when Bill has assigned teachers to special
projects in lieu of teaching assignments. During the 1989-90 school year, an English
teacher was assigned four classes and an additional assignment to study the research
on grouping practices in high schools. At the same time, a science teacher worked on
designing computer-interfaced activities for high school students. This is not
exclusively an outcome of the clinical site, however. Similar assignments had been
made in prior years, including under the previous principal. The clinical site project
did help to sustain the practice by creating an atmosphere of inquiry, and posing
specific questions to be addressed.
The economic climate will undoubtedly have an impact on such special
assignments. As the high school continues to experience staff reductions, the options
for such assignments will virtually disappear. Although the clinical site program is
funded in next year’s (1191-92) budget, the years beyond that remain uncertain.

The Ripple Effect. One of the ripple effects which Bill Lawson observed early in
the program relates to the curriculum: A department head’s
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...willingness to really take a totally different look at curriculum and
recognize that what’s in place is woeful;y inadequate, and his desire to
change that and get his whole department to have to same mindset...
In addition, on eight separate occasions, teachers who were not working with an intern
have opted to participate in the mentoring seminar, is a ripple we hope to encourage.
What makes this difficult is that people who coach interscholastic teams or advise
extracurricular activities, and those have second jobs often are unable to attend the
seminar - thus effectively being denied participation in staff development.
Ilene Turock’s expectations that the high school program will impact the rest of
the school system are just beginning to be met. The Greenfield Middle School is
currently exploring with the University the possibility of establishing itself as a clinical
site, and early field experiences have been established in the elementary schools for
students in the early phases of the University’s pre-service programs.
The congruence between the administrators’ expectations is especially important
to the Greenfield clinical site. Both administrators see the importance of a sustained,
organized, teacher-driven staff development program. Their expectations reveal their
commitment to the program and forecast the continued support of the program despite
the current financial crunch.

Cross-Group Expectations

Comparing expectations across the groups revealed three types of relationships
among the expectations. Some are congruent in that they appear m virtually identical
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form in several or all groups. Others are better classified as complimentary in that.
although they are not identical, they support each other. The third category are those
which are mutually exclusive.

Congruencies

Members of all groups expected that the interns would have a supportive
environment in which to learn how to teach. This included a broad based involvement
of all members of the school community as teacher educators. Interns expected (and
got) support in everything from tasks as complex as designing lessons to those as
simple as finding out a student’s home room. This congruity made it easy for each
group to satisfy another’s expectation. Satisfying the intern’s need to be helped was a
direct consequence of satisfying the teachers’ expectation that they would be helpers.
All groups also expressed the notion that the mentor-intern relationship would be
a mutualistic relationship. Interns frequently indicated that they expected the intern
and the mentor to learn from each other. Teachers were willing to allow the interns
to try out some new things as the teacher watched closely to critique the lesson and to
extract things they found useful. Likewise, the interns’ feedback to teachers has given
teachers opportunities for reflection which they rarely have when working alone. One
clear example of such mutuality occurred in the first semester of the 1990-91 school
year. Jim Tapper, an intern in the science department, had a solid working
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knowledge of computers and ran word processing and spread sheet workshops for both
mentors and interns through the clinical site seminar structure.
This benefit of the mutuality of the mentor-intern relationship is not unique to the
Greenfield clinical site. In fact, the literature on mentoring stresses this point
(Dilorio, 1988; Little, 1990; Thies-Sprinthall, 1987), and it lies at the heart of the
notion that mentoring provides tremendous opportunities for professional growth on
the part of both the mentor and the intern.
Additional congruity exists between the interns’ and teachers’ expectations and
those held by the public school administrators. The supportive atmosphere of the
clinical site and the mutual development of those involved feed into the administrators’
expectation that increased motivation among staff would translate into increased
motivation for administrators also. Administrators, like teachers, get energized when
those with whom they work are energized.

Complementarity

Some expectations are not identical from group to group, but do complement
each other. For example, the interns’ expectation that they will be served by welltrained mentors serves as a source of motivation for the mentors -- a purpose for
"being on" in the presence of the intern. In virtually every case, the teachers
indicated that the presence of another adult in their classroom was a significant source
of motivation for teaching a good lesson. Thus, even though the interns’ expectation
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of learning how

.0

teach is no, the same as the teachers’ expectation

,0

be motivated

by die intern’s presence, Ute realization of one contributes to the realization of Ute
Other.

The teachers’ expectation to improve their observation and supervision skills is
also complementary to the interns’ expectation that they will work with well trained
mentors. Clearly, there is great potential for the realization of both of these
expectations. As the teachers gain experience in the areas of observation and
supervision, they will better serve the interns, and as they better serve the interns by
observing and supervising, they will improve those skills.
Supervision, however, is an area in which much work needs to be done.
Teachers have resisted training in the use of supervisory instruments. An attempt was
made to focus the mentoring seminar on supervision on two separate occasions, and
both times, the teachers directed the discussion away from supervision and more
toward the human relations aspect of mentoring. All mentors were provided with a
notebook full of suggestions for gathering classroom data, and were offered the
opportunity to practice them within the seminar. The notebooks, however, get very
little, if any, use. And classroom observations and mentor-intern conferences remain
primarily anecdotal and bear little resemblance to widely accepted supervision models.
Those expectations which are not identical in different groups, but which do promote
each other, are called complementary expectations. It seems that much of the
reluctance to adopt a supervision model comes from a general lack of agreement over
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two major issues; what constitutes good teaching and what are the agreed upon goals
and objectives for the student teaching experience.
Although the clinical site has great potential as a means for enhancing teachers’
self image, there is also an equally great potential for an erosion of self image if the
program is not successful. Clearly, the interns’ expectations allow for teachers to play
new roles in their professional lives, and provide them with opportunities to extract
positive feelings of self from doing the work of a mentor. However, if they are not
properly prepared for the role, they are bound to fail in the role, and could suffer
from a tarnished, rather than an enhanced self-image.

Conflicting Expectations

As was discussed earlier in this chapter, most of the potential for conflict among
expectations exists at the interface of the expectations of University and public school
personnel. All of the complexities of a collaboration come into play in that
relationship (Clift & Say, 1988; DeBevoise, 1986; Herd, 1986). Each institution has
its own agenda, and each has its own view of teacher education. And, although both
espouse similar terminal expectations such as new roles for teachers, improved
education for pre-service teachers, and professional growth experiences for veteran
teachers, their more common immediate goals remain unarticulated.
The new roles which teachers can play remain unclear. University policies on
employment of supervisors and instructors remain unchanged, making it virtually
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impossible for non-doctoral students to assume those roles. The structure of the day
in the high school leaves little time for new roles. Therefore, any teacher who wishes
to try out a new role must do so as an add-on to the traditional role of teacher. To
exacerbate the problem, the Governor of the Commonwealth of Massachusetts has
proposed the elimination of virtually all state programs which provide teachers with
either time (Lucretia Crocker Fellowships) or money (Horace Mann Grants) to explore
new dimensions to their teaching careers. With the lack of flexibility in the
collaborating institutions, the realization of significant new roles for teachers seems
unlikely.
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CHAPTER VII

SUMMARY AND IMPLICATIONS OF THE STUDY

Summary

All participants in the Greenfield High School/University of Massachusetts
Clinical Site project expressed expectations consistent with the assumptions which are
driving the current move to reform schools by making them centers for the study of
teaching and learning. Like many teachers in the United States, the Greenfield High
School teachers feel professionally isolated, and see the clinical site as a possible
antidote to that isolation. The opportunity to meet regularly with colleagues to discuss
educational issues, the potential for playing new professional roles as teacher
educators, and the general optimism generated by infusing young teachers into the
school are seen by the teachers as important ingredients in that antidote.
Administrators, too, expect to be energized by the clinical site project. Although they
are not directly involved in the day to day operation of the program, they anticipate
that newly energized teachers will create a ripple effect felt by everyone in the school
district.
Many of the reasons why intern chose to do their student teaching at a clinical
site are based on their expectation that the clinical site would mitigate against their
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anxieties about student teaching in general and the isolation of a remote placement in
particular. Interns foresaw an experience at the clinical site which would allow them
to interact with a number of professionals who were ready to help them.
In addition to the obvious expectation that they could provide a more cohesive
program for their students, university staff looked to the clinical site for professional
stimulation as well. They expected to find the field work associated with the clinical
site a rich source of new knowledge and research potential, and an opportunity to
explore new models of teacher education, which is a major part of the mission of the
School of Education.
Because much of the success of an educational innovation is based on the extent
to which the participants’ expectations are met, this study serves as an important first
step in a case study of this program. It is too early to make serious judgements about
the program’s success or failure because there has been neither adequate time nor
opportunity for those expectations to be met. Knowledge of the participants’
expectations, however, can play an important role in the program’s development. By
considering the study as a formative evaluation, the participants’ expectations can
serve as important input in making programmatic changes. In the larger arena of
educational research, the results of this study can help to formulate new research
questions to guide future research on issues related to teacher education. The
remainder of this chapter makes suggestions regarding programmatic changes
suggested by the study, and raises some questions for teacher educators and
researchers to ponder.

103

Suggested Programmatic Chanpp^f

The Research in Teacher Education (RITE) program at the University of Texas at
Austin has conducted a set of studies of clinical teacher education over the past
decade. This discussion uses the RITE model as a framework for the examination of
the Greenfield High School/University of Massachusetts clinical site and the
expectations of its participants. The recommendations for programmatic changes
included in this section are intended to use the information gathered at the site in
conjunction with RITE’s findings in order to maximize the chances of realizing those
expectations which are yet unfulfilled. According to the RITE model, an effective
clinical teacher education program is "...embedded in a school context." This
property serves as the distinction between the university-based component of teacher
education (learning about teaching), and the clinical component (learning to do
teaching). {Griffin, 1986) Within the defining property, there are seven critical
features of an effective clinical program. The program must be:
1. Sensitive to the context. Both pre-service and in-service teachers must be
able to identify the characteristics, relationships, causes, effects, and patterns of what
happens in schools. According to Griffin (1986):
A context that is to be a central stimulus for positive growth must
nurture rather than blunt that growth. A nurturing context would, for
example, have as norms strong and positive leadership, a high degree
of professional collegiality, clear and public expectations for adults and
student behavior, and a well developed sense of mission.
These criteria are generally consistent with an effective school environment.
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EMnx)?efMl and clearly articulated. The clinical portion, like all olher aspccls
of a teacher education program must have clearly stated goals and objectives which are
well understood by all participants.
and collahorRtivp

Participation, according to Griffin (1986),

means
...active involvement, the give and take that characterizes the liveliest
professional and intellectual discourse...active questioning, diligence in the search
for reasonable soluUons to unreasonable problems, persistence in discovering the
most powerful resources for instruction...
Collaboration places teachers in a position of status with administrators and policy
making colleagues such that their ideas and insights become part of the decision
making structure. (Griffin, 1986) In the case of a clinical site, this collaboration
would give equal decision making status to university personnel and public school
teachers.
Knowledge-based. The program must be based on a solid foundation of
knowledge of effective instruction, and its application in teaching student teachers as
well as the students in the public school. This knowledge, both theoretical and
practical, should come from a variety of sources and not be limited to the common
experience of the participants.
5. Ongoing. The program should address all phases of the continuum of teacher
development: pre-service, induction, and in-service.
6. Developmental. This does not refer to the term as typically used by
psychologists, but to the "pedagogical and institutional" stages of teachers. (Griffin,
1986) To be attuned to these developmental needs, a successful program must involve
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Its participants in frequent systematic, rigorous assessments regarding schooling, roles
of teachers, instructional outcomes, modes of instruction, etc.
Analytic and reflective. There must be a systematized mechanism for
providing professionals with time and opportunities to meet and discuss theory and
practice. It is clear from earlier discussions that the clinical site shows promise for
making significant professional gains in those areas where the expectations of the
participants can be mutually satisfied. Those areas include:
1. Providing a supportive learning environment for pre-service teachers;
2. Providing opportunities for personal and professional growth in both pre¬
service and in-service teachers; and
3. Decreasing professional isolationism.
The Greenfield/University of Massachusetts program, as explained previously, has
generally satisfied these three thematic expectations. There are areas, however, where
the lack of congruence, and even direct conflict in expectations, are cause for concern
about the ability of the clinical site to fulfill other critical aspects of the RITE model.
Those areas include:
1. Creating significant new roles for teachers; and
2. Providing a superior student teaching practicum for pre-service teachers.
The difficulties which arise in these last two categories have their origins in the
traditional roles and cultures of the two institutions which are attempting collaboration
in the Greenfield High School/University of Massachusetts Clinical Site. Although
both institutions agree that the clinical site concept is a good one, they have yet to
come to agreement over what are the essential core objectives of the program. Both
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institutions talk about the general advantages of collaborating on such a project. But,
those advantages are couched in vague terms such as: promoting professional growth.
increasing the diversity of the faculty, providing a quality student teaching practicum,
and creating new roles for teachers.
Given that there is general agreement between the two institutions over these
broad ideas, a clearly stated set of objectives must be designed which clarify these
vague terminal goals by introducing far more specific outcomes. There are several
underlying questions, which, when adequately addressed, may make it feasible for the
program to meet all of the participants’ expectations;
1-

What constitutes a basic professional knowledge base which all teachers

should know, and how should that knowledge translate into effective practice in the
classroom?
If the clinical site’s mission is to prepare young teachers for successful teaching
careers, it is imperative that there be an agreed upon knowledge base on which to
build the program. Clearly, the teaching hospital, which serves as the model of the
clinical site, has a broad base of theory and practice upon which to build its program.
Although there may be slight variations in programs at different medical centers, there
is little variation in the knowledge base from site to site.
Because the teacher education programs which trained all of the twenty year
veterans in Greenfield High School were unlikely to have possessed a carefully
articulated knowledge base upon which to build their training enterprise, most (if not
all) of those teachers work from the notion that teaching is an art or a craft, which
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they do instinctively and individualistically. Therefore, they work in a context which
is relatively free of any shared theoretical framework, and is based largely on the
what works for me principle. This frequently leads lead to a common notion that the
ability to teach is a kind of an innate talent which can be nurtured, but is nearly
impossible to define and transmit in any deliberate sense.
Since the sixties, when most of the Greenfield mentors were in teacher education
programs, the knowledge base on effective teaching practices has become much better
developed. The research has identified specific teaching strategies and models which
promote learning in children. Therefore, step one on the clinical site development
process must be the dissemination of the knowledge base among the participants, and
its consolidation into their teaching practices. That is not to say that all teachers
should give up their present teaching strategies and adopt a whole new repertoire.
Rather, they should examine the research in light of their own professional experience
as well as the professional experience of their colleagues, and come to consensus on
how the content of the knowledge base illuminates the process of making decisions
about effective practice.
2. What are the measurable outcomes which a teacher education program should
expect from interns at the completion of their practica? For example, what are the
minimal skills an intern should be able to demonstrate in order to successfully
complete the practicum?
Once the knowledge base had been explicated, the next job is to employ the basic
principles of curriculum development to build a curriculum which would allow interns

>
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to reach an agreed upon set of terminal objectives. If all interns are expected to
display mastery of basic instructional behaviors in a similar set of teaching
performance areas, the subjectivity of the mentor-intern interactions can be lessened.
The mentoring seminar can then truly concentrate on the problem of helping interns
learn how to teach. As it is presently constructed, different interns have different
expectations placed upon them, and therefore tend to have student teaching
experiences which may vary widely in the same program, perhaps even in the same
academic department.
3. What are reasonable new roles for teachers to nlav in the clinical site
program, and what skills and abilities must they acquire in order to be successful at
those new roles?
Once an internship curriculum is in place, the participants can become better able
to determine what kinds of alternate roles teachers can play in the process. Once it is
clear which jobs need to be done, the program can take better shape and create
opportunities for teachers to serve in new positions. The key to the success of this,
however, lies in the preparation of the teacher for the new role. It is clear that the
mentoring programs which have failed have done so largely because the mentors were
not properly trained for the role. (Sprinthall & Sprinthall, 1987) It makes sense that
the same should be true of all new roles.
Once the above questions have been answered, and a clearly articulated,
sequential curriculum has been developed for all aspects of the clinical site program,
the program will be in a better position to create focused seminars which will help
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participants achieve the stated objectives. Also, once the entire pre-service program is
clearly articulated, and all people involved understand what each piece of the program
contributes to the terminal goals, perhaps the borders so strongly defended by both
university and public school personnel will open enough for people like Carol Thesper
to teach a university course, and for university professors to teach high school
courses. The biggest obstacle is the lack of a well-defined curriculum for the
program. Public school teachers criticize the university for poorly preparing their
students for the realities of the public school practicum, while the university complains
that the public school personnel do not know what has been learned about effective
instruction. Both operate with an incomplete understanding of the other’s perceptions.

Suggestions for Further Research

Although this study offers some insight into the perceptions of participants at a
clinical site, and offers suggestions which might improve the chances for success at
that site, it raises many more questions than it answers. Some suggestions for further
research are offered below. They cover three major aspects of the clinical site;
student teaching, in-service education, and the culture of the institutions involved in
the collaboration.
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Research on Student Teachinp

Although there is a mountainous accumulation of research on student teaching,
very little of it is helpful in evaluating the effectiveness of clinical sites or other
questions which lie at the heart of the movement to reform teacher education. This
study and the literature cited in it indicate that the clinical site can solve many of the
deficiencies within current and future teacher populations. It is crucial, however, that
formative evaluation be a major part of this reform in order to heed Slavin’s (1989)
advice about the educational pendulum. Veteran teachers are cynical enough without
having another educational fad to live through.
Suggestions for research on student teaching fall into two categories: the
development of a more useful data base on student teaching and studies of program
effectiveness.

Development of a Data Base on Expectations. Part of the rationale for this study
was based on the need to determine whether clinical sites are a more productive
experience than a more traditional student teaching practicum. Ideally, as a first step
in that direction, one could compare the expectations expressed by the interns in this
study to the expectations expressed by student teachers about to begin a traditional
practicum. Due to the lack of such a data base, this study s conclusions are highly
inferential. This underscores the need to create a broad data base which identifies the
expectations of student teachers as they begin any variety of a student teaching
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practicum. That would permit researchers to make comparisons with a greater degree
of validity.

Program Effectiveness. Also, preliminary studies on the effectiveness of alternate
student teaching experiences are crucial during a time where reform has become the
norm. New programs need continuous formative evaluation in order to stay on a
course which will accomplish the intended goals of reform. (Slavin, (1989) This need
notwithstanding, the goals of reform need to be stated clearly so that such studies can
in fact take place. If human and economic resources are redirected into ineffective
programs, the entire educational community will suffer. Formative evaluation can
help policy makers to make good decisions about allocation of resources, especially in
the current economic and political climate, which has not been favorable to education.

Research on In-service Education

The mean age of most public schools’ faculties is about forty-five. Most teachers
have been on the job for over twenty years. Since much of the knowledge base on
teaching and learning has been developed after many teachers were trained, the gap
between theory and practice is wider than usual. The literature suggests that inservice education can help to bridge that gap, and that mentoring is a viable in-service
model. (Kennedy, 1989) The participants in this study underscore the notion that
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being involved in teacher education will heighten the performance of veteran teachers,
and promote their reflective, as well as human relations skills.
Although mentonng is a relatively new phenomenon in education, there is an
abundance of writing on the topic in the teacher education literature. The problem
with the literature is that it contains very little significant empirical data on the
subject. (Dilorio, 1988; Little, 1990) The suggestions listed below are designed to
generate empirical data concerning those aspects of the mentoring relationship which
relats to the professional development of veteran teachers.
Mentoring as Staff Development. One inherent danger in mentoring programs is
that they can in fact work to maintain the status quo within a school. (Kennedy, 1989)
This position assumes that mentors, because of a lack of understanding of the
knowledge base on effective teaching, will in fact, promote current practice,
regardless of its effectiveness. Mentoring also can be seen in a more positive way.
Sprinthall and Sprinthall (1987) have hypothesized that teachers serving in mentoring
roles will experience developmental shifts. In their research, they found that mentor
teachers often became dissatisfied with their own knowledge of teaching when placed
in a position of teaching other teachers. In a similar spirit of optimism. University of
Massachusetts School of Education Dean, Marilyn Haring-Hidore (1991), believes that
a mentoring component in teacher education will
...enrich all parties-college/university faculty who will be more
closely involved with practice in the schools; practitioners who will
work with new teacher and college/university faculty who hopefully
have been studying current literature and developments; and of course,
new teachers who will have a team of professionals working with them
in very close ways.
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This gives much hope to teacher educators, policy makers, and staff developers who
are dealing with increasingly older teachers and professors. There is, however, a lack
of empirical data which either supports or challenges this optimism (Little, 1990).
Furthermore, Goodlad points out that, clinical sites {practice schools) will promote
...the simultaneous renewal of themselves and the education of teachers..."
(Goodlad, 1990, p. 282), yet
There are not yet models operating at a level of emulation — a
condition of great usefulness to reform efforts. Therefore, the few
exploratory ventures now under way must be supported on faith. Yet
faith is an attribute of few funders.
This underscores the need for studies which specifically monitor program
effectiveness. Long term studies tracing the professional development of teachers and
professors who operate within the mentoring environment of a clinical site are
essential. Comparisons of the development of these people to those who work in non¬
mentoring environments would make a significant contribution to the knowledge base.
Preliminary reports by educators, including those in this study, have indicated that
mentors do benefit from working with a protege. There are no studies, however,
which show, even in a cursory way, how university professors are affected by their
work in a clinical site .

Rffects of Mentoring on School Culture.

There is a general notion that the

presence of a mentoring program with a school will enhance collegiality within a
school. Questions remain, however, regarding how the presence of a clinical site in a
school or university affects the overall culture of the institution. It is equally
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important to study the program’s impact on those teachers who do not participate as
well as the students whose participation is not voluntary.

Effects on Non-partigipating Teachers.

Besides determining the effects on those

working within the program, we need to look at the effects such a program has on
those who are not participants: Does an elitism develop among those teachers and
professors who are in the program? Are those who are not involved affected in a
negative way?
It is well established, both in the literature (Goodman, 1988), and in this study,
that clinical professors perceive of themselves as having lower status within academe
than their research oriented colleagues. Does working in a clinical site have any
impact on the status of education professors within the university? Within the
schools? Are there professional advantages or disadvantages associated with being
involved in a clinical site?

Effects on the Public School Students. Although there is general agreement that
public school students can’t help but benefit from young, energetic, student teachers,
this too is expressed in vague terms. The literature rarely looks at the impact of such
programs on students within the school. The knowledge base would benefit from an
identification of the benefits reaped and drawbacks suffered by students who are taught
by student teachers. What are the cognitive and affective outcomes among students
who attend a clinical site? How does their achievement compare to pupils in other
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schools? Are there differences in achievement between public school students taught
by student teachers working in a clinical site and those taught by student teachers
working a traditional setting?

Conclusion

The findings in this study support the general notions that clinical sites can serve
as vehicles for professional growth to teachers and professors at all stages of
professional development. The expectations of the individuals involved in the
Greenfield High School/University of Massachusetts clinical site program were found
to be generally compatible and achievable, and consistent with many of the
assumptions held by proponents of the clinical site movement.
Because the success of an educational innovation is strongly tied to the degree to
which the participants’ expectations are met, these findings give cause for optimism
about the success of the clinical site project under study. By considering this study as
a formative evaluation, the participants’ expectations can serve as important input in
making programmatic changes in the program under study as well as a source of
research questions in teacher education.
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APPENDTCRS

APPENDIX A

CONSENT FORM

"The Development of a Clinical Site:
Expectations of the Key Participants"

I.
I, John A. Dilorio, am a graduate student in the Instructional Leadership
division of the School of Education at the University of Massachusetts. I am
conducting research on the expectations of teachers, interns, and other school
personnel involved in a clinical site program.
II. Because you are a person who has volunteered to participate in the Greenfield
High School clinical site, or are in some way involved in the promotion of that site, I
am inviting you to participate in this study. If you accept my invitation, you will in
effect agree to be interviewed in an initial interview about your expectations relative to
participating in the Greenfield High School clinical site, and possibly one follow-up
interview later in the semester to further clarify parts of the first interview. Be
assured that if you decline to be interviewed, your position in the Greenfield High
School/University of Massachusetts clinical site program will not be placed in
jeopardy, nor will your status in the program be diminished in any way.
III. I will conduct all interviews, which will be audiotaped and later transcribed by
myself or a professional typist. In order to protect your anonymity, all transcripts and
subsequent documents will include pseudonyms substituted for all names, including
yours. Use of the contents of the interviews and/or my analysis of them will be
limited to:
(a)
(b)
(c)
(d)

my dissertation
journal articles
presentations to professional groups
other purposes related to my work as a teacher educator.
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In the event that I wish to use your interview in any other way, I will contact you
for further consent.
IV. You will be given an opportunity to read the transcript of your interview and
may, at that time, delete any passage you wish to. You may withdraw from this study
at any time, up to two weeks following your review of your transcript. You will
receive a summary of the final report of the study.
V. Your signing of this form indicates your agreement with its terms and to the use
of the contents of your interview as listed in III. In addition, your signature assures
me that you will make no financial claims for the use of the material from your
interview.

I,___, have read the above
consent form and agree to be interviewed under the conditions
listed therein.

signature of participant

date

interviewer

(ACTUAL CONSENT FORMS WERE PRINTED ON ONE SIDE OF A SINGLE
PAGE SO THAT SIGNATURES APPEARED ON THE SAME PAGE AS THE
TEXT OF THE FORM)
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APPENDIX B

INTERVIEW GUIDE

INTERVIEW OURSTTON.9-

Interviews with the participants centered on two basic questions:
1. What makes you a proponent of the clinical site concept?
2. What are your expectations from the program?

Interview scripts for each category of participant follow:

FOR INTERVIEWING TEACHERS:
Central Question: "You have VOLUNTEERED to participate
as a mentor in the clinical site project. Please tell me about the things that
made you decide to do so.
Probes:
1. Were you influenced by something you read? Something someone said? The
people involved?
2. Is there some experience(s) from your past which may have led you to this
decision?
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decision?
3. Is there anything about yourself that you think promotes your involvement in
a clinical site?
4. Does being a mentor have any special meaning for you?
5. Can you elaborate on.... ?

Central Question: Please tell me about your expectations of the program?
Specifically, I’d like to know what needs to happen during your experience to keep
you involved in the program.
Probes:
1. What do you expect your involvement in the program to do for you
personally - in the classroom as well as outside the classroom?
2. Do you expect the program to have any impact on your colleagues and your
relationship with them?
3. How about the interns? What do you expect for/from them?
4. Do you have any expectations regarding the university?
5. Do you expect that the presence of the clinical site program will have an
overall effect on Greenfield High School?
6. Do you have any expectations relative to the high school students?
7. Do you have a time frame for these expectations? In other words, how long
do you think it will take to realize your expectations?
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FOR INTERVIEWING

INTERNS:

Central Question: "You have CHOSEN to participate as an intern in the clinical
site project. Please tell me about the things that made you decide to do so.
Probes:
1. Were you influenced by something you read? Something someone said? The
people involved?
2. Is there some experience(s) from your past which may have led you to this
decision?
3. Is there anything about yourself that you think promotes your involvement in
a clinical site?
4. Does having a mentor have any special meaning for you?
5. Can you elaborate on.... ?

Central Question: Please tell me about your expectations of the program?
Specifically, I’d like to know what needs to happen during your experience to keep
you involved in the program.
Probes:
1. What do you expect your involvement in the program to do for you
personally - in the classroom as well as outside the classroom?
2. Do you expect the program to have any impact on your colleagues (other
interns, teachers, etc.) and your relationship with them?
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3. Do you have any expectations regarding the university?
4. Do you expect that the presence of the clinical site program will have an
overall effect on Greenfield High School?
5. Do you have any expectations relative to the high school students?
7. Do you have a time frame for these expectations? In other words, how long
do you think it will take to realize your expectations?

FOR UNIVERSITY STAFF AND LOCAL OFFTCTAT SCentral Question: "You are (have been) a proponent of the concept of the
professional development school, including the notion of a clinical site for the
preparation of new teachers. Please tell me about the events which brought you to
that position?
Probes:
1. Were you influenced by something you read? Something another person said
or did? The people involved?
2. Is there some experience(s) from your past which may have led you to this
decision?
3. Is there anything about yourself that you think promotes your involvement in
a clinical site?
4. Does the mentoring aspect of a clinical site have any special meaning for
you?
5. Can you elaborate on.... ?
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Central Question: Please tell me about your expectations of the program? In
other words, what do you see as hopeful outcomes of the clinical site program?
Probes:
1. How do you expect to be personally affected by the clinical site movement in
the nation? (state?) (your system?)
2. Do you expect the program to have any impact on your colleagues and your
relationship with them?
3. How about the interns? What do you expect for/from them?
4. Do you have any expectations regarding the university?
5. Do you expect that the presence of the clinical site program will have an
overall effect on Greenfield High School? (a school in general?)
6. Do you have any expectations relative to the high school students? (students
in general?)
7. Do you have a time frame for these expectations? In other words, how long
do you think it will take to realize your expectations?
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APPENDIX C

SAMPLE QUOTE EXTRACTION

The excerpt which follows is included to give the reader a clear view of the
process used to select and categorize quotes. The text is a verbatim transcript of the
interview. It has not been edited. Selected quotes are underlined; codes are in the
right margin. The classification code used is as follows;
1

Expectations related to self

21

Expectations related to the interns

2T

Expectations related to other teachers in the program

2U

Expectations related to the University

3

Expectations related to Greenfield High School and its students

4

Expectations related to the teaching profession

5

Other expectations

... I have to say that, I also got involved because of the promise. I think, right
from

the

would

heginninp

that with the clinical site, the atmosphere in our schM

become different and it would be far more academic in terms of how we
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.

thought. And my assumption was that if we could somehow pick up ourselves
academically, that Uwould somehow, nrnhahly

^

very naturally actnallY

into the attitude of the kids. It would effect our method of

tearhinp

methodology and give us a change to see what we^re doing

and

wh.t

ourselves the quegtipn^ why we’re doing it. There would he a ^amaradpgp,

/

^ ^

which in this high school, you know is pretty bad amongst the faculty. I guess
the model I had in mind was that of proverbial hospital, where there was the
sense of we re all in this together and we all have common interests and let’s
start relating to each other. And not just about what we’re doing in a specific
way in a specific department but let’s sort of come together as

educators and tr>

see it in a new light. Now that was a real motivation and still is a motivation.
I don’t think we’ve reached that point yet, but I think that’s the ultimate goal
and if that’s the goal I think it’s a good idea. The other thing I guess, my own
personal involvement. It’s hard to tell you the truth on this into a tape.
Talking into a tape but I think this is the truth. And that is that I wanted to
become a better supervisor of interns. Something a little bit more organized
than what we had before. I also wanted to become a better supervisor of
interns because I thought that mavbe that would transfer to my becoming a

j

better supervisor of people in mv own department. However, my sense right
now is that, in order to be a better supervisor in my department we have to do
some things that are very different from the things that we do with interns.
But even that’s kind of an insight. I guess that takes me to Jack Hruska too.
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/

^ 'T'

Jose to mine

)n. He seems tn w:

seem to be tolerant of the nonsense that poes

nn m

admit to certain truths, that I think are truths

anvway,

Hp

zr

liv,

So I guess Jack was

another reason why I got involved in the clinical site program. And if you
don t tell anybody else, L think another reason why I got into the clinical site is
because Lhere is a part of me that is competitive. I want tn put

GrepnfiplH

Hmb School on the map,...I think what I really need at this noint in my tifp
in my profession, is a little more depth. Not in terms of mv subject matter but
in terms of the profession itself. So one of my expectations was to pet
depth in the field of education.

some

I

5

Another one was, I have this real kind of

utopia in mind. Another expectation of mine was that teachers and interns in
this school would be sitting across from each other mavbe every other week or ^7"
whenever. We would be talking to each other, sharing some of the problems
which they face and some of the problems which we face as teachers and as
mentors. I just think that kind of dialogue is good, I think it’s healthy. For
no other reason but just to get it out of our systems. To be able to talk about
it in a public and organized way. So in terms of my own expectations, I
expected that. T didn’t really expect to come up with any kind of document.
Even though it’s something we talked about, a policy statement for a school
even though now I see the importance of it.
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APPENDIX D

GREENFIELD HIGH SCHOOL/
UNIVERSITY OF MASSACHUSETTS
CLINICAL SITE GUIDELINES

MAY 23, 1990

Introduction

Greenfield High School serves as a clinical site for graduate students of
the Secondary Education Teacher Preparation program in the school(s) of
education of the University of Massachusetts (and Keene State College). The
guidelines established in this booklet are a reflection of our collective
experiences in the program, and represent our best thinking at this time.
However, we assume that our thinking and our guidelines will change as we
gain more experience at the clinical site.
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Rggryiitmept an<i 3g1fctinn of Stuflpnr

Recruitment of student teachers will begin with a visit by the GHS
cooperating teachers in methods classes early each semester. The on-site
coordinator will present
information regarding the application process to prospective student teachers at
the Student Teaching meeting held each semester.
Applications will be submitted to GHS via the student teaching office of
each college involved. Admissions decisions will be made by each academic
department after a minimum of one interview with each applicant. The criteria
for selection include. a)letters of recommendation, b)the personal statement of
the applicant, c)the applicant’s academic record, and d)the information and
impressions gained during the interview. The on-site coordinator will notify
the applicants of GHS’s decision no later than one week prior to the college’s
placement deadline.

Recruitment of Cooperating Teachers

Each semester, the GHS on-site coordinator will recruit volunteers for the
subsequent semester. Any teacher who has (or once had) tenure is eligible to
be a cooperating teacher. To be selected volunteers must agree to take part in
the cooperating teacher seminar, and to abide by the clinical site policies.
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Volunteers cannot, of course, be guaranteed a student teacher as neither the
match between numbers of volunteers and student teachers, nor of subject areas
of volunteers and student teachers is necessarily in harmony.

Matching Student Teachers and Cooperating Tearhpr<:

Due to the wonderful variations in teaching styles, learning styles,
personalities, and subject matter approaches, the matching of volunteer
cooperating teachers and student teachers is intended to be loosely structured,
we believe that both cooperating teachers and student teachers should work
with someone with whom they feel comfortable. Therefore, each department
at GHS where there is more than on cooperating teacher volunteer will make
arrangements which facilitate such a match.

Orientation of Student Teachers

A formal orientation program will be conducted for the student teachers
by the GHS on-site coordinator. The orientation program will include;
1) introductions of all student teachers and cooperating teachers to each
other,
2) introductions of school administrators,
3) an overview of school procedures and rules,

130

4) an overview of expectations for student teachers, including hours.
course schedules, observations to be done, video taping, and teaching
assessment procedures.

The Role of the Cooperating Teacher

Each student teacher will be matched with one cooperating teacher (called
a "cooperating practitioner" by the Massachusetts Bureau of Teacher
Preparation), The responsibilities of the cooperating teacher are;
1) to work out the schedule the student teacher will follow, including
observations, student teaching, advising, taping, etc. (This will include
the student teacher’s work with associate teachers as described below);
2) to orient the student teacher to the school, the faculty, the school
system, and the community;
3) to be the primary advisor for the student teacher while at GHS;
4) to give constant feedback to the intern on all aspects of his/her work;
5) to be responsible for taking part in the three-way meetings and
assessing the student teacher for certification;
6) to attend the cooperating teachers’ seminar;
7) to assist in planning and presenting the 50lY seminar as needed.
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Ihe Role of the Associate

Student teachers at the GHS clinical site will work with more than one
teacher. Teachers working with student teachers, but not as cooperating
teacher, are known as associate teachers. The responsibility of associate
teachers are:
1) to work with the student teacher and the cooperating teacher in all
areas of instruction;
2) to provide systematic feedback to the student teacher and the
cooperating teacher;
3) to, at their option, attend the cooperating teachers’ seminar;
4) to assist in planning and present the 50lY seminar as needed.

The Role of the GHS On-site Coordinator

The GHS On-site Coordinator is responsible;
1) to coordinate all activities between GHS and the colleges, including
site visitations, prepractica, and recruitment and selection of student
teachers;
2) to coordinate the 501Y seminar;
3) to develop a budget (working with both Greenfield and college
administrators).
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Th^ Role of the College Coordinator

The college coordinator Is responsible;
1) to participate in the recruitment of student teachers;
2) to coordinate school and college activities in conjunction with the on¬
site coordinator;
3) to facilitate the cooperating teachers’ seminar and the 50 lY seminar.

The Role of the Supervisors

The Massachusetts certification process defines a very precise role for the
supervisor. They must make a minimum of 6 classroom visits, take part in
three-way meeting, and approve the student teacher for certification.
Our experience indicates that a single supervisor assigned to GHS, without
outside responsibilities, is the preferred arrangement, provided the student
teacher/supervisor ratio does not exceed 6 to 1.

The 501Y (Student Teachers’') Seminar

The 501Y (3 credit) seminar is an integral part of the student teaching
experience. This weekly seminar, facilitated by the on-site coordinator and the
supervisor(s), has several purposes:
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1) to serve as a support group for the student teachers;
2

to serve as an instructional resource for the student teachers;

3) to serve as a forum for an on-going discussion about their student
teaching experience.
This course requires that each student teacher keep a journal, excerpts to
be shared at the 50lY seminar and/or with the student teacher’s supervisor. In
addition, each student teacher will be required to prepare and present a
videotaped teaching episode for class discussion and feedback.

The Cooperating Teachers’ Seminar

Each semester the cooperating teachers will take a three credit seminar
held at GHS. The seminar is facilitated by the college coordinator, and has
two main purposes:
1) to provide on-going training and support for the seminar participants
so that they may become more effective cooperating teachers. The
content for this function of the seminar is likely to include, but not be
limited to, feedback processes, assessment techniques, observation
skills, supporting behaviors, etc.
2) to provide an opportunity for personal and professional growth. The
content of this portion of the seminar is likely to include, but not be
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limited to, readings, guest speakers, discussions of current educational
issues, characteristics of effective instruction, etc.

Assessment of Student

One of the more significant potential advantages of a clinical site is the
amount and quality of feedback available to student teachers. The GHS
clinical site will continue to develop a wide range of feedback mechanisms,
including but not limited to:
1) Observation forms completed by the cooperating and associate
teachers, the supervisors, and other student teachers;
2) TABS (Teacher Assessment by Students);
3) Videotaping;
4) conferences.

Student Teachers’ Career Assessment

It has been well established that teaching is far more suitable for some
people than for others, an there is almost no way that one can make that
determination prior to student teaching. Therefore, at GHS, career assessment
shall be a serious routine event, where student teachers will be encouraged to
do a self-assessment as to the fit between who they are and what teaching
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requires. Those who decide not to pursue teacher certification will have their
student teaching credits reclassified as practicum credits, and will terminate
their student teaching activities and will, with the assistance of the GHS on-site
coordinator, be reassigned learning activities.

Assessment of Others bv Student Teachers

After the last three-way meeting each student teacher will be asked to
evaluate the helpfulness of the supervisor, the cooperating teacher, the
associate teacher, the on-site coordinator, and the college coordinator. These
anonymous evaluations, which are intended to be used for program
development, shall be available for review by any member of the program.
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